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TEACHER ub~ 
UNIVERSITY OF NORTH DAKOTA: 
HIGHLIGHTS OF A CENTURY-LONG 
HISTORY 
By Vito Perrone 
Teacher Education at the University of North Dakota: 
Highlights of ! Century-Long History 
by 
Vito Perrone 
Introduction 
It needs to be noted at the outset that this is not a comprehensive history 
of teacher education at the University of North Dakota. In providing 
highlights of this century-long history, however, it is my intent to outline 
some of the major themes which might be pursued in a comprehensive 
history as well as record important dates, discuss significant program 
developments, and account for the faculty. The latter is, I believe, 
particularly important at this time. Even with the limitation set forth--a 
presentation of highlights rather than a comprehensive history--it remains, 
nonetheless, my hope that current and past faculty and students, as well 
as interested observers, will find this centennial account engaging, worthy 
of a thoughtful reading. 
Useful Historical Resources 
To assist those who might wish to pursue a more comprehensive history, I 
have outlined below many of the important sources. Elwyn Robinson's, 
History of North Dakota (University of Nebraska Press, 1966) provides a 
broad context for education in North Dakota as well as an introduction to 
the kinds of concerns in schools to which the University of North Dakota 
addressed itself in the years up to 1960; Erling Rolfsrud's Lanterns Over 
the Prairies (Lakeland Press: Brainerd, Minn. , 1958) is a good intro-
duction to cultural life in the state, the base for much of what occurred in 
the schools and colleges; Louis Geiger's University of the Northern Plains: 
A History of the University of North Dakota, 1883-1958 (University of 
North Dakota Press, 1958) outlines the early history in a reasonable 
fashion and traces many of the major changes in teacher education through 
the first 75 years; Elwyn Robinson's The Starcher Years : University of 
North Dakota, 1951-1971 (North Dakota Quarterly, Vol. 39, Spring 1971) 
gives some attention to the growth of the elementary education program, 
which was reestablished in 1958, and the development of the New School; 
Lawrence McKinnon' s Master of Arts Thesis, History of the School of 
Education, 1883-1944 (University of North Dakota, 1944) , provides con-
siderable information about individual faculty members and programs of 
study; and Martelle Cushman produced two summary histories, one on the 
occasion of the 75th anniversary entitled, "A Summary History of Teacher 
Education at the University of North Dakota," (College of Education 
Record, Volume 44, Number 33, 1959), and a second during the year of 
his retirement in 1972 entitled, "Yesterday, Today and Tomorrow," 
( College of Education Record, Volume 57, Number 1, 1972). The Special 
Collections Department of the Chester Fritz Library holds a complete set of 
the School/College of Education Record, published from 1915-1972, the 
Journal of Teaching and Learning, published from 1974-present, and 
Insights, published from 1968-present; is the repository of all University 
catalogs ( which are particularly useful records); and holds the extensive 
papers of Joseph Kennedy, principal administrator and Dean, 1892-1928, 
and Martelle Cushman, Dean, 1954-1972. In addition, several boxes of 
materials relating to the New School are part of the Chester Fritz Library's 
Special Collections as are Annual Reports which have been filed with the 
President's office by Deans Cushman and Perrone. These exist for the 
period, 1954-present. The North Dakota Quarterly and the North Dakota 
Education Association's Journal, currently called the North Dakota Journal 
of Education, publications and reports produced by the Bureau of Educa-
tional Research and Services and the North Dakota Study Group on 
Evaluat~on, commencement programs, master's and doctoral theses produced 
by education graduate students, and annual reports of the State Depart-
ment of Public Instruction are additional sources which shed considerable 
light on teacher education at the University of North Dakota. These 
publications are also housed within the Special Collections Department, 
Chester Fritz Library. 
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The Early Years 
"The history of the United States," Elwyn Robinson notes, "has been to a 
large extent the history of the westward movement. "(1) This history of 
covered wagons , hardships, isolation, Indian wars, cheap land, land 
speculation, and railroads along with the development of new towns and a 
score of governmental and cultural institutions, including the common 
schools with their "school manns," has provided the literary and media 
grist on which most of us were raised. While romanticized in many ways, 
it remains, nonetheless, an essential base for understanding the Dakota 
Boom of 1875-1890, a period in which the shape of the Dakota Territory 
became clear. The University of North Dakota took root and statehood was 
achieved during these boom years and much of what has become twentieth 
century North Dakota history can be traced to the politics and economic 
development of this period. (2) 
The University of North Dakota claims its beginnings in 1883 less to the 
Dakota Territorial Council's commitment to higher education than to a large 
number of political considerations related to moving the territorial capitol 
from Yankton to Bismarck and a growing interest in a separate statehood 
for North Dakota. Nonetheless, drawing upon the precedents of legislation 
supporting the establishment of public universities elsewhere, the Council 
of the Dakota Territory ratified on February 27, 1883 an act establishing 
the University of North Dakota "to provide the means of acquiring a 
thorough knowledge of the various branches of learning connected with 
scientific, industrial and professional pursuits. . . . instruction and 
training of persons in the theory and art of teaching, and also instruction 
in the fundamental laws of the United States. . .. " In regard to the 
"N onnal College or Department, " which was specified in the Act along with 
(!)Elwyn Robinson, History of North Dakota (University of Nebraska 
Press: Lincoln, 1966), 133. 
(2)The non-Indian population of what is now North Dakota expanded from 
16,000 in 1878 to 191,000 by 1890. This rapid growth encouraged what 
Elwyn Robinson calls the "too much" orientation--too many towns, too many 
schools, colleges, and universities, too many governmental units, etc. 
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"Arts and Letters," it was decreed that there should be "courses. 
[for] the proper instruction and learning in the theory and art of 
teaching, and in all the various branches and subjects needful to qualify 
for teaching in the common schools. " ( 3) 
When the University opened in 1884, there were few students qualified to 
enter; hence, much of the early work of the University, well into the 
1890' s, was devoted to preparatory schooling at the high school level. As 
a result, the Arts College, the Normal Department and the Preparatory 
School, the three early divisions of the University, were linked inex-
tricably. While the Normal Department was by charter designed to prepare 
teachers for the schools, it also gave leadership to the Preparatory School. 
In those early years, however, faculty members in the Normal Department 
were indistinguishable from those in the Arts College. The kind of pro-
fessionalism which exists today, here as well as in most colleges of 
education, came much later. This movement toward professionalization--a 
national movement with local threads--will be a theme around which a 
portion of this historical account will revolve. ( 4) 
In light of the circumstances which prevailed in North Dakota in those 
early years--large numbers of elementary schools had emerged but 
secondary schools, if one could call them that, were few--it is not sur-
prising that the University's presidents and faculty assumed advocacy 
roles in regard to public education in the State. Without secondary school 
graduates, especially with the classical orientation adopted by the 
University, the University of North Dakota was in a precarious position. 
(3)It should be noted that the North Dakota Constitution adopted in 1889, 
and Section 1549, Chapter 10 of the 1905 Revision, maintained much of the 
language of the Territorial Act with reference to the University of North 
Dakota. 
( 4)In 1897, the thirteenth year of operation, there were only eleven 
faculty members at the University. All taught in multiple fields across all 
divisions. In this respect, the early Normal School at the University of 
North Dakota had many unique qualities when compared with normal school 
developments at other midwestern and western universities. The more 
typical pattern was for the normal school to have a separate faculty and 
not to be well integrated into the university as a whole. 
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C 
The necessity of a significant tie between the public schools and the 
University was very clear. Geiger noted in this respect, that "by the end 
of the 1890's, no other education institution in the state was so thoroughly 
and directly tied to the public school system. "(5) 
President Homer Sprague, who presided from 1887-1891, was, for example, 
the first president of the North Dakota Education Association as well as 
being an early advocate for universal secondary schooling. He was 
particularly active in 1888 in pushing for the "establishment of a uniform 
tax supported territorial high school system. "(6) 
Webster Merrifield, who assumed the presidency in 1891 and remains one of 
the truly legendary figures in the University's history, became even more 
enmeshed in public education. Noting that there were only 570 high school 
students in the state in 1891, ( 7) Merrifield "persuaded a conference of 
high school principals to accept a program which included the classification 
of high schools, a three-year curriculum as minimum, state subsidies for 
schools meeting set standards, a high school inspector, and an acceptable 
course of study. "(8) Merrifield became the high school inspector, a task 
(5)Louis Geiger, University of the Northern Plains: A History of the 
University of North Dakota ( Grand Forks: University of North Dakota 
Press, 1958), 114. As we enter this Centennial year, the necessity for 
the University to relate more directly to the state's secondary schools has 
re-emerged. Given the general demographic changes, the traditional pool 
of university applicants has been declining and will continue to decline for 
much of the next decade. In relation to this circumstance, the University 
has found itself in a position of providing considerably more academic 
assistance to entering freshman students than was the case a decade 
earlier. In this respect, many of the University's academic concerns are 
becoming similar to those which have plagued the schools. The university-
school Basic Skills Program funded by the Fund for Post-Secondary 
Education is one significant step to build constructively on these common 
concerns . Many other similar examples could be cited. 
(6)Geiger, 69. 
(7)In contrast, there were 35,543 students in the elementary schools. 
Robinson, 299. 
(8)Robinson, 302-03. 
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he took seriously. In 1892, using the faculty of the University as re-
sources for the writing of questions and the reading of responses, 
Merrifield announced that examination questions would be prepared and 
sent to high schools requesting them and that students who passed the 
examination would be admitted to the University as freshmen. By 1893 
every high school in the state was using the examination questions. (9) In 
1895, the legislature established a High School Board and in 1899 began to 
appropriate money to those schools which met the Board's standards. 
Until his retirement in 1909, Merrifield was the State Inspector of High 
Schools and the "leading member of the [High School] Board. "(10) At his 
retirement, Merrifield was called, not surprisingly, "the father of the state 
high school system. "(11) 
This early history of presidential interest in and involvement with public 
education is remarkable in many ways even though such actions were not 
unusual for university presidents during the 1890-1910 period, a time when 
public secondary schools were expanding rapidly in the United States. 
The Presidents of institutions such as Harvard, Chicago, Johns Hopkins 
and the University of Michigan were similarly involved with secondary 
schools. (12) This kind of personal presidential interest in the schools 
was, in large measure, responsible for the growth of the Normal Depart-
ment at the University of North Dakota, which became the Normal College 
in 1900, Teachers College in 1905, and the School of Education in 1911. 
Horace B. Woodworth, who came to the University as a professor of 
physics, mathematics, and astronomy after serving as a congregational 
minister for twenty-five years in Iowa, was appointed in 1885 the first 
principal of the Normal Department. In 1890, at age 60, Woodworth left 
( 9) Ibid. , 303 . 
(lO)Ibid. 
(ll)Geiger, 114. 
( 12)See Lawrence Cremin, The Transformation of the School (Random 
House, 1961) and Arthur Powell, The Uncertain Profession (Harvard 
University Press, 1980). 
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the principalship, but continued for another 13 years as professor of 
history and philosophy as well as "chaplain-in-residence. "(13) The 
building which was constructed for Teachers College in 1910 was named 
Horace Woodworth Hall in 1911 as a means of recognizing Woodworth's 
important contributions to the University. (14) 
Until 1905 when the Normal College was renamed Teachers College and the 
baccalaureate degree authorized, the University's teacher preparation 
effort had two major streams. The first, and the stream that had the 
largest enrollment until it was closed as a concession to the state normal 
schools in 1907, was the preparatory normal, a high school program. 
Students completing this program were granted a first grade certificate 
and could teach in the rural elementary schools. The second stream, the 
advanced normal, was a two-year college program, culminating in a Normal 
Diploma. Persons who had completed a preparatory normal program and 
had teaching experience could, however, complete the advanced normal 
program in one year. ( 15) Those completing the Normal Diploma could 
teach in the rural and town schools as well as the small town high schools. 
Their options were a bit broader. This pre-collegiate, pre-baccalaureate 
level of preparation, a pattern derived from Europe, was typical across the 
United States. (16) It contained, at the preparatory level, a program 
(13 )Geiger, 53. 
(14)The building was destroyed in a fire in 1949 along with most of the 
records relating to the School of Education. 
(15)As late as 1903-04, the Normal College had 92 students in the pre-
paratory normal and 21 in the college normal (University of North Dakota 
Catalog, 1904). In 1906-07, there were 42 students in the preparatory 
normal, 30 in the advanced normal and 22 in the baccalaureate program. 
(16)The first normal school in the United States was a private institution 
opened in 1823 at Concord, Vermont by Reverend Samuel Hall. The first 
state supported normal school was begun at Lexington, Massachusetts in 
1839. The beginnings of an education program outside this early normal 
school mode came at the University of Iowa in 1873, the University of 
Michigan in 1879, University of Wisconsin in 1881, Johns Hopkins in 1884, 
Teachers College, Columbia in 1887, the University of Chicago in 1893 and 
Harvard in 1896. These were exceptions to the normal school, non-
university tradition that was dominant well into the 1920's for the pre-
paration of teachers . 
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designed to "give to its students a more comprehensive knowledge of 
common English branches [English, History, Math, Physics, Biology, 
Political Science, Latin], and a deeper insight into them than is common 
for secondary school students. "(17) The teacher education course re-
quirements were minimal but included History of Education, Philosophy of 
Education, Teaching Methods, and Practice Teaching ( one period each day 
for one year). Students in the advanced normal program were enrolled in 
university coursework in standard areas of history, philosophy, literature, 
science, mathematics, and foreign language as well as pedagogy and 
practice teaching. The pedagogical coursework was principally history, 
philosophy, teaching principles or methodology, and practice teaching. By 
1900, educational psychology became a part of the pedagogical coursework. 
The 1896-97 catalog noted carefully the importance of advanced normal 
students being in "regular university courses" as they "receive a constant 
stimulus to higher work [by being involved with] enthusiastic schol-
ars. . . [and cultivating] that thirst for knowledge so desirable for a 
teacher." ( 18) Associated with such a belief was a corollary understanding 
that the courses in History of Education and Philosophy of Education would 
be excellent electives for students in the College of Arts and Letters, well 
within a classical liberal arts tradition. The catalog descriptions of these 
courses would suggest this to be true. The history course in 1900 (and 
this remained true until the 1920's) included, for example, the "careful 
reading" of Plato's Republic, Locke's Concerning Human Understanding, 
Rousseau's Emile, Pestalozzi's Leonard and Gertrude and the Orbis Pictus 
of Com.menius . 
The Normal Department was headed by George Hodge (whose background 
was in music) from 1890-1892 and Adolph Bechdolt (a professor of English) 
from 1892-1894. Neither remained at th_e University b.eyond these short 
tenures. In 1894, Joseph Kennedy, who had been appointed director of 
the preparatory school in 1892, was named principal. He remained the 
principal administrator (as Dean of the Normal College, Dean of Teachers 
(17)University of North Dakota Catalog, 1896, 75. 
(18)University of North Dakota Catalog, 1896, 71. 
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College and Dean of the School of Education) until 1928. (19) Kennedy had 
served for six years as Superintendent of Schools for Hillsboro and Traill 
County before his appointment to the University faculty in 1892. Presi-
dent Merrifield, whose interest in the schools has been noted, personally 
encouraged Kennedy to join him in what he called his "important struggle" 
to improve the s_chools of North Dakota after hearing Kennedy speak at a 
principal's conference in Fargo. Kennedy and Merrifield became very close 
personal friends and vigorous advocates for raising academic and social 
standards in the schools. (20) 
While noting that Merrifield was the "Father of the State High School 
System," Geiger states that Kennedy's "guiding hand can be seen in a 
great part of the school legislation enacted in North Dakota before World 
War I, "(21) that his contribution "was scarcely less noteworthy" than 
Merrifield's. (22) It was through Kennedy's leadership, beginning in 1895, 
that a large array of winter and summer workshops for teachers was 
organized, activities that became central features of the teacher education 
mission. In 1911, Kennedy headed a legislatively organized Commission 
charged with drafting a complete revision of the State's school laws. The 
legislature enacted the Commission's work with regard to raising the 
standards of rural schools, encouraging school consolidation, raising 
teacher qualifications, and establishing county agricultural schools. (23) 
This is noted not only to comment on Kennedy, who was a remarkable 
individual who left an unmatched legacy in education at the University of 
(19)He continued to teach philosophy and history until his death in 1937. 
(20)Their personal correspondence, well beyond Merrifield's retirement 
from the University, is especially interesting, covering a variety of 
cultural subjects. Today, many faculty at the University of North Dakota 
speak of their isolation. Kennedy and Merrifield appeared to be at ease 
here in North Dakota, not really viewing their intellectual lives as insular. 
(See Kennedy Papers, Box 1, File 2.) 
(21)Geiger, 96. 
(22)Ibid., 114. 
(23)Robinson, 304. 
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North Dakota, but to highlight a focus that has prevailed throughout the 
history of teacher education at the University; namely, a major and sus-
taining educational leadership role in the State. 
From the Normal School to the School of Education 
--- -----
The University's early monopoly of teacher education was diminished 
somewhat in 1890 with the opening of the normal schools at Mayville and 
Valley City and the Agricultural College at Fargo, though its statewide 
influence continued to be strong. In 1899 a third normal school was 
established at Ellendale. (24) These newly formed State Normal Schools, 
essentially secondary schools with one-year college programs and strug-
gling for survival and respectability, were not particularly enthusiastic 
about the University's statewide role in the field of education. By 1905, 
they were actively seeking to eliminate the University's pre-collegiate 
normal school program as well as break the University's monopoly over the 
preparation of secondary school teachers and control of high school cur-
riculum. (25) This effort was temporarily rebuffed by the University, in 
part through its long-standing alliances with superintendents and princi-
pals as well as through the establishment of Teachers College and a new 
four-year program modeled after Teachers College, Columbia. Students 
completing this four-year program were to receive the Bachelor of Arts 
degree and the Bachelor's Diploma in Teaching. (26) Such a move set the 
University's programs several levels above those offered by the Normal 
Schools. 
Kennedy explained the shift to the degree program as follows: "A re-
flective and scientific study of the historical, practical and philosophical 
(24)Minot was established in 1913 and Dickinson in 1918 but, by this time, 
the programs at the University of North Dakota had become much different 
than they had been in the early years to 1905. 
(25)Geiger, 161. 
(26)Ibid. 
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aspects of education will go far toward making teaching one of the noblest 
of professions, while more empiricism is likely to reduce it to the level of a 
sorry trade. "(27) Kennedy was not particularly enthusiastic about the low 
standards and limited intellectualism he felt existed in the non-university 
based normal school programs, part of the reason for his "trade" refer-
ence. 
Even as Teachers College developed its four-year program, however, 
provisions were maintained until 1907 for the preparatory normal program 
and until 1919 for the completion of a two-year program in elementary 
teaching. The four-year degree program was viewed primarily as a 
preparation for secondary teachers and school principals. It should be 
noted that even as Teachers College was developed, Teachers College 
courses continued to be grouped in the University catalogs with courses in 
Arts and Letters. Education was still viewed as falling within a liberal 
arts tradition. (28) Kennedy wrote: "The study of education is one 
worthy of study, even by those who are not to be teachers in the tech-
nical sense. The citi2en, the parent, the people [govern] ... and hence 
should know. A study of education itself may well be part of general 
education. " ( 29) He also quoted from Herbert Spencer, "The subject which 
involves all other subjects, and therefore the subject in which the edu-
cation of everyone should culminate, is the theory and practice of educa-
tion." (30) 
There were some additions in the curriculum with the organization of 
Teachers College; for example, "Child Study," a year-long course designed 
"to prepare the prospective teacher for a sympathetic observation and 
handling of child life. "(31) "Child Study" was introduced as a major focus 
( (27)University of North Dakota Catalog, 1905, 55. 
"' 
(28)The major shift away from the liberal arts connections took place in 
the 1920's. 
( 29) University of North Dakota Catalog, 1905, 89. 
(30)Ibid. 
(31)University of North Dakota Catalog, 1906, 41. 
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for pedagogical study at Johns Hopkins in 1896 and the University of 
Chicago in 1898 and became a national movement of sorts in the early 20th 
Century. It virtually disappeared as a focus at the University of North 
Dakota in the 1930's and by the completion of the second world war, few 
university catalogs anywhere made use of the title. (32) 
In 1907 the State Normal Schools renewed their efforts to wrench some 
larger share of the state's education activity from the University. Normal 
School partisans carried their arguments in to the legislature, essentially 
seeking an end to the Teachers College. After bringing the college and 
university presidents together, the legislature worked out a series of 
agreements which were enacted into law. With regard to the University, 
Teachers College was permitted to continue, however, the Preparatory 
Department, an activity closely tied to Teachers College which enabled the 
University to enroll students below the high school diploma level, was 
ended with the exception of what was to be called a Model School, with a 
separate staff, to support "practice teaching. "(33) The preparatory 
normal program was closed, leaving the State's Normal Schools with a 
monopoly on traditional pre-collegiate teacher preparation activities. In 
addition, the University's monopoly on the State High School Board was 
ended by the inclusion of Normal School representatives. (34) As part of 
the agreement, also, the Normal Schools were given limits of two years of 
college work but it was not until the 1920's that they reached this point 
with most of their programs . 
(32)For interesting descriptions of the Child Study Movement, see Richard 
Brandt, "The Child Study Movement," University of Virginia; School of 
Education, 1980; and Lawrence Cremin, The Transformation of the School, 
Vintage, 1962. It should be noted that "Child Study" was revived in 1982 
at the University of North Dakota when the Board of Higher Education 
approved the Center for Teaching and Learning's new master's program in 
"Child Study. " 
(33)Geiger, 112. 
(34)In 1909, Merrifield resigned as High School Inspector and the position 
became a full time position related to the Department of Public Instruction. 
By then, also, the University's influence on the High School Board was 
much reduced. 
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Elwyn Robinson's thoughts about "too much" have already been mentioned. 
Some aspects of this were clearly visible in the competition that developed 
between the Normal Schools and the University's education programs very 
early in the 20th Century. These competitive tendencies continue in a 
number of ways even today, with few particularly redeeming qualities. 
In 1909, as an acknowledgement of the emphasis the University wished to 
place on the Teachers College, the legislature appropriated $60,000 for 
what became Woodworth Hall. John Gunderson, a member of the University 
Board of Trustees, called the building at the dedication in 1910 "the most 
modern educational structure in the State. "(35) In accepting the at-
tractive three story structure, Dean Kennedy noted that Teachers College 
had "what every state university in the land is now striving for: that is, 
a completely organized Teachers College with an adequate building. "(36) 
For a number of years Woodworth Hall was the premier architectural 
structure on the campus. It housed the Model School as well as the 
education programs. 
By 1911, Teachers College was well on the way to becoming a much dif-
ferent institution than it had been. It appointed its first professionally 
trained professor of education, A. J. Ladd (Ph.D. , Michigan) in 1905; in 
1908 Charles Schmidt (M.A. , Minnesota), formerly superintendent of 
schools in Jamestown, became principal of the Model School and the 
Supervisor of Practice Teaching; and in 1912 J. W. Todd (Ph.D., 
Columbia) became the school's first professional educational psychologist 
and the initiator of a statewide school testing service. Unlike all previous 
faculty, these individuals did not hold rank in the College of Arts and 
Letters. In recognition of the changing nature of its programs, Teachers 
College became in 1911 the School of Education, "in conformity with a 
reorganization which makes it now practically a professional school, re-
(35)North Dakota Quarterly Journal, (September 1910), 83. 
(36)Ibid., 84. 
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quiring two years of academic work for admission to its professional 
courses. 11 (37) 
Curricular changes were evident in the shift to the School of Education. 
New courses were: Sociology of Education, Principles of Secondary Educa-
tion, School Administration, and Specific (subject matter related) Methods 
of Teaching. The degree offered to graduates, however, remained as it 
was with the formation of Teachers College; namely, the Bachelor of Arts. 
To add to its growing stature as a professional school, the School of 
Education Record (to emulate the Columbia Teachers College Record) was 
inaugurated in 1915. Kennedy wrote in that initial issue of the Record 
that "It will be our aim to furnish something of interest and profit to the 
various education agencies of the state. . . to put into the Record any-
thing that will be of interest and value to the educational field whether 
local, state, national, or international. "(38) There was nothing modest 
about that purpose. For the first two years the Record had a newsletter 
quality, providing personal announcements, poems, humor, short reviews 
of books "that might be helpful to teachers," and schedules of meet-
ings. (39) !n addition, curiously I thought, the Record took as one of its 
charges, in 1916, the listing of the University's "authorized revised 
spellings" and encouragement for the schools to use them. Some of these 
authorized spellings were: 
accurst 
affixt 
altho 
blest 
chancelor 
apprize 
artizan 
curteos 
(37)University of North Dakota Catalog, 1912-13, 202. 
drest 
thoro 
thruout 
opposit( 40) 
(38)School of Education Record, Volume 1, Number 1 (September 1915), 1. 
(39)The first issue contained the full schedule of the NDEA meeting 
scheduled for Grand Forks on November 3-5, 1915. One of the speakers 
of note was Booker T. Washington, who was · to address "The Negro 
Problem in the Black Belt of the South." 
(40) School of Education Record, Volume 1, Number 5 (April 1916), 47. 
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But the Record wanted to emphasize that "the form thot for thought is not 
authorized. "(41) Now where did all of this come from? The Universal 
Dictionary of the English Language in 1898, for example, had already 
adopted spellings more like those used presently; for example, accursed, 
affixed, although, artisan, thorough. Interestingly enough, the Uni-
versity had accepted a new "Simplified Spelling" which was being promoted 
by the Simplified Spelling Board. The Student provided the following 
information: 
Thru the agency of Dr. A. J. Ladd, a folder was recently 
published containing a list of approximately 400 simplified words 
which the University is using in its official publications. This is 
a very conservative list, but undoubtedly stands for a step in 
the right direction. The University of North Dakota has been 
connected with the movement for simplified spelling for many 
years. Dean Joseph Kennedy has been a member of the 
Advisory Council of The Simplified Spelling Board and Dr. A. J. 
Ladd was elected last year to a similar position. ( 42) 
The editors of The Student went on to say, "As the reporters become ac-
quainted with the various forms, The Student will also use simplified 
forms." ( 43) Official University publications (catalogs, etc.) made use of 
the simplified spellings through 1929 and then proceeded, without comment, 
to go back to standard spellings. ( 44) 
(41)Ibid. 
(42)The Student, Volume 30, Number 20 (March 3, 1916), 2. 
(43)Ibid. 
( 44)This discussion about the spelling list may well be viewed as a dis-
traction from the history of teacher education. But its appearance in the 
Record was not explained, left as a result, as a curiosity . Linnea 
Anderson's historical account of "The Record: Its First Fifty Years" 
( College of Education Record, Volume 50, Number 9, 1965, 130-37), gives 
the spelling list special prominence but offers no explanation of its 
genesis. I thought it deserved to be lifted from such obscurity. The 
Simplified Spelling Board in the United States was based in New York City 
and had a relationship to the Simplified Spelling Society in England. The 
goal of both was to establish a more phonetic spelling system. President 
Theodore Roosevelt was impressed enough to designate its use in govern-
ment documents ( Simplified Spelling: For Use in Government Documents, 
Government Printing Office, 1906). The Simplified Spelling Board pub-
lished what it called a Circular from March 21, 1906-March 24, 1913 and a 
Bulletin from June 1909-December 1925 (National Union Catalog, Pre-1956 
Imprints, Volume 6, 206). 
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By 1917, the Record had begun to publish articles about school practice 
and commentary on educational issues written principally by practicing 
school administrators and teachers. As the School of Education became 
increasingly professionalized, certainly by 1930, the Record began to 
publish more extensive book reviews and reports of research studies. In 
contrast to the earlier period, school practitioners were seldom the authors 
of articles from 1930 to the mid-1950's when practitioner writing began to 
reappear. ( 45) One of the more surprising articles I came across in the 
Record was an editorial by Dean Breitwieser in 1932 in support of main-
taining prohibition. ( 46) 
Full-Scale Professionalization of Education 
The movement toward a more professional school has already been noted. 
In 1916, the Bureau of Educational Measurements was established to carry 
out school studies, provide testing assistance to schools, and give some 
specialized research training to those pursuing programs in school adminis-
tration. The Bureau began, in 1921, to systematically collect and tabulate 
the results of educational tests administered in North Dakota schools and 
did so until the State Department of Public Instruction took over this 
responsibility in the late 1950's. This professional direction took another 
major step in 1919 by adding the Bachelor of Science in Education degree 
to the standard Bachelor of Arts. And in 1923 the two-year, advanced 
normal program was terminated, no longer viewed as appropriate for a 
(45)It was interesting for me to see the healthy discussion, often debate, 
about testing in the 1917-1923 period. Testing emerged with World War I 
as a major new technology for the schools . That discussions relating to 
testing took so much space in the Record is a good indication that the 
University of North Dakota and North Dakota educators were well within 
the mainstream of intellectual and scientific discourse as it related to 
educational practice. Linnea Anderson's historical account of the Record, 
noted above, might be of interest to readers. While not particularly 
critical, she does provide insight into why there were so many format 
changes over the years . 
(46)School of Education Record, Volume 28, Number 2 (November 1932), 
36-37. 
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university program in teacher education. By 1926, only the B. S .Ed. was 
available within the School of Education. While students could continue to 
complete a B . A. and the teacher certification process within the Arts 
College, this was discouraged. In 1926, of the 96 students who completed 
the teacher certification program, 70 received the B.S.Ed.(47) Major and 
Minor programs of study in the B. S. Ed. were tailored increasingly to the 
public school curricula rather than to a more traditional liberal arts 
program. Foreign language study, for example, ceased to be mandatory in 
1921 and the science requirements were also reduced. Broad field majors 
such as natural science and 18 hour majors which would enable students to 
gain multiple majors also developed during this transition period. 
Until 1919, when a major reorganization occurred, bringing under the 
School of Education a wide variety of departments--art, design, music, 
business education, home economics, manual arts, physical education for 
women, ( 48) psychology, education, and school administration--most liberal 
arts faculty were typically listed in education as well as in their respective 
departments. This wasn't the case after 1919. 
Specialized courses in education at the graduate level were developed in 
1922 and in 1926 the master's and doctoral degrees in education were 
authorized. (49) Such courses as Educational Testing and Measurement, 
Advanced Statistical Methods in Education, Advanced Psychological 
Principles of Education, School Law, School Finance, Administration of 
Rural and Consolidated Schools became the core courses in the graduate 
programs. While history and philosophy continued to be offered, they no 
(47)University of North Dakota Catalog, 1926, 248. 
(48)Physical education for men remained in the Arts College. 
( 49 )The first Ph.D. in Education was awarded to J. Frederick Weltzin in 
1929. After serving on the Education faculty for a short time, he became 
President of Valley City State College. The first Ed. D. was awarded in 
1930 to John C. West, then Superintendent of Schools in Grand Forks. 
John West became President of the University of North Dakota in 1933, a 
position he maintained until 1954. 
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longer had their classical, liberal arts, orientation. In these newly 
developing professional education programs, the liberal arts faculty were 
no longer seen as critical. Kennedy was never quite attuned to or en-
thusiastic about this rapidly shifting balance in education and when he left 
the Deanship in 1928, he was viewed as "standing in the way" of the full 
professionali2ation, what was viewed as a modernization of the school of 
education. (50) After 34 years as the principal administrator of the edu-
cation enterprise, he was seen as dispensible. (51) 
Looking back on this period, one can note the roots of a continuing source 
of tension between liberal and technical, or scientific directions in edu-
cation. In the earliest years, there was a fusion; after 1920, a major 
separation began to develop. From the perspective of the professional 
educator, the new circumstances were viewed as modernization, progress. 
While this drive toward professionali2ation did not occur as rapidly here 'at 
UND as it did at many state universities across the country, there was, 
nonetheless, a break with the past, one that many individuals attempted to 
retrieve in the late sixties with the development of the New School and in 
the seventies with the formation of the Center for Teaching and Learning. 
To continue this more scientific direction for the School of Education, 
Joseph Breitwieser (Ph.D. , Indiana University), previously an Associate 
Professor of Educational Psychology at the University of California, was 
appointed Dean. Geiger suggests that Breitwieser "was the chief architect 
of the modern School of Education, emphasizing professional courses and 
graduate study for administrators. "(52) In addition to his Deanship in 
Education, Breitwieser was also given responsibility for the University's 
still nascent graduate division. He was notably successful in enlarging 
graduate programs in .education and in other areas within the University 
( 50) Geiger, 356 . 
(51)Kennedy closed out his career in 1937 as a professor of history and 
philosophy. 
(52)Geiger, 348. 
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though few observers of the programs were prepared to suggest that there 
were sufficient resources available for graduate study, especially at the 
doctoral levels . ( 53) 
Under Breitwieser's early leadership, to 1936, nine major faculty appoint-
ments were made--all persons holding · the doctorate in education. (54) 
These individuals began modest publication activities, conducted school 
studies, and were responsible for the major expansion of graduate pro-
grams in education. Cushman notes in relation to these individuals that 
they represented "an array of professional experience, preparation, and 
(53)Geiger discusses the severe inadequacies of UND's resources for 
graduate study (p. 359). To give readers some sense of the size of 
graduate education programs in these early years, the following data may 
be helpful. 
1925-1926 
1926-1927 
1927-1928 
1928-1929 
1929-1930 
1931-1932 
1932-1933 
1933-1934 
1934-1935 
1935-1936 
1936-1937 
1937-1938 
1938-1939 
1939-1940 
1940-1941 
1943-1944 
1944-1945 
1945-1946 
1946-1947 
1947-1948 
M.S.Ed. Degrees 
6 
14 
12 
7 
10 
11 
9 
5 
13 
22 
14 
20 
25 
24 
18 
13 
10 
11 
14 
20 
Ed.D. 
1 
1 
2 
1 
1 
1 
Ph.D. 
1 
M.A. and M.S. degrees in the Arts college totaled, by contrast, 13 in 1930 
and 10 in 1935. Graduate study in education tended then, as now, to top 
all other fields. (Source for above data, Office of Registrar's Reports, 
1929-1948.) 
(54)Robert Cole, Fred Von Borgersrode, Frederick Weltzin, A. V. Overn, 
Frank Foster, Erich Selke, John Page, George Crossman, C. C. Kjerstad. 
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insight as would do credit to many institutions of larger scope than the 
University of North Dakota. "(55) 
The Depression Years 
In this movement toward a professional school of education, it is in-
teresting to note that the secondary professional education sequence 
assumed a pattern by 1931 that persisted until well into the 1960's . It was 
as follows: 
Educational Psychology ( 3 hours) 
History of Education or Philosophy of Education ( 3 hours) 
General Methods of Education (3 hours) 
Principles of Secondary Education ( 3 hours) 
Educational Tests and Measurements (3 hours) 
Special Methods and Practice Teaching (6 hours)(56) 
While the sequence changed somewhat in the 1970' s with the formation of 
the Center for Teaching and Learning, this 1931 formulation continues to 
dominate the way the professional education sequence in the secondary 
field is conceptualized. 
The University faced difficult times in the early thirties as the economics 
of the great depression took its toll. The remnant of that early pre-
paratory school, what had become the "model school" in 1907 and 
"University High School" in 1928, was closed in 1932 as part of the 
University's first retrenchment. The elementary education program, the 
largest program in the School of Education, was also discontinued in 1932 
though this was related as much or more to pressures from the state 
colleges as financial concern. ( 57) 
(55)School of Education Record, Volume 44, Numbers 3-4 (1958-59), 44. 
(56)McKinnon, 43. 
(57)Efforts to revive the elementary program became vigorous in the early 
1950's, with a reinstatement occurring in 1958 on the occasion of the 
University's 75th anniversary. The reinstatement, however, did not occur 
without the continuing claim of the state colleges that they should be 
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With the close of University High School, the School of Education entered 
into a contract with the Grand Forks Public Schools for handling the 
practice teaching segment of its program. It was, however, a number of 
years before faculty became reconciled to the loss of their "laboratory" and 
the necessity of using Grand Forks Central High School. Teachers at 
Central High School provided most of the special methods instruction for 
which they were paid 1/6th of their public school salary. Those who 
worked with student teachers in the classroom were paid $20. 00 per 
student. (58) 
Beyond these adjustments in student teaching and elementary education, 
the School of Education, as far as programs were concerned, did not fare 
as badly as other segments of the University. Teaching loads in the 
University as a whole increased in the depression years but loads in 
education tended to be lower than the University norms. For example, 
average loads in education in 1929 were 10-11 hours; in 1935, they had 
risen to 14-15; and by 1941, they were back down to the 10-11 level. (59) 
While the University was forced to cut positions because of the budget 
reductions, several major appointments were made in education. (60) 
While the economic collapse hit the University particularly hard in 1932, it 
should be noted that the School of Education began in 1930 its major 
responsible for all baccalaureate programs in elementary education. In the 
1970' s, this position was taken vigorously again on several occasions, 
especially as enrollment pressures in the State Colleges intensified. A 
Board of Higher Education member, R. E. Meidinger, actually raised in 
1980 the question of closing the University's undergraduate program in 
elementary education, specifically as a means of assisting the State 
Colleges. Added to this kind of continuing pressure in the 1970's was a 
growing interest among the State Colleges in offering master's level 
programs in elementary education. The Board of Higher Education, by 
granting Minot State College authority to offer this master's degree in 
1982, may well have created the conditions for this kind of expansion. 
(58)McKinnon, 72. 
(59)Registrar's Reports, 1929-1941. 
(60)These faculty appointments are discussed fairly extensively in 
Lawrence McKinnon, History of the School of Education, 1883-1944, M.A. 
thesis, University of North Dakota;-1944. 
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extension course effort--essentially a Saturday college. Superintendents 
and teachers within a 75-mile radius were invited to attend the Saturday 
graduate offerings. Sixteen enrolled during 1930. By 1937, fourteen 
other departments had been encouraged to off er courses in what was a 
seven Saturdays semester, and enrollment was up to 190 students. Inno-
vation was still possible in these depression years. (61) 
Those familiar with North Dakota history are aware of the serious problems 
which developed in the state with the depression. Family income declined 
by 70 percent between 1929 and 1932 and was still well below 1929 levels in 
1940. The state's population declined from 680,000 in 1930 to 642,000 in 
1940 and reached 619,000 in 1950. ( 62) Given the serious fiscal problems 
associated with the economic collapse, the University's budget was reduced 
radically. In order to maintain programs and keep faculty positions from 
extensive cuts, faculty and administration salaries were reduced from forty 
to seventy percent. 
Program support--supplies, equipment, travel--became negligible in relation 
to the pre-depression period. The Quarterly Journal and the Law Review 
were abandoned. Library purchases fell from 1,671 volumes in 1930 to 437 
in 1935. (63) It wasn't until 1946 that the University's budget again 
equalled pre-depression levels. Geiger describes the period between 1932 
and 1946 as a time of despair, "a long period of resignation." ( 64) 
University enrollments, like fiscal resources, declined during the depres-
sion years. The 1929 enrollment of 1,826 was not matched again until 
1937, only to _go into decline again in 1941 with the advent of conscription 
and · the War. During the war years, enrollment fell to a low of 775 
regular students in 1943-44. While the education programs continued to be 
(61)McKinnon, 78. 
( 62)Geiger, 367. 
(63)1bid., 391. 
( 64)Ibid. , 403. 
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fairly large--in terms of degrees granted, it was the largest of the schools 
by 1934--there was a significant decline in enrollment with the advent of 
the depression. ( 65) There were, for example, 436 students in the School 
of Education in 1929; 296 in 1933 and 222 in 1936. During the war years, 
enrollment fell to 163 in 1942; 96 in 1943 and 78 in 1944 . (66) 1929 levels 
were not reached again until 1958 and the reestablishment of the ele-
mentary education program. 
The Development of the College of Education--The Post-War Years 
Geiger suggests that the early post-war period brought renewed optimism 
to the l!niversity community in spite of the problems associated with a 
burgeoning student population. Over 1,500 veterans alone enrolled in 1946 
and in 1947 there were 3,077 students. (67) Every facet of the Uni-
versity--admissions, records, registration, housing, courses, faculty--was 
taxed severely. Associated with this boom was a healthier state economy 
and the University began to reap the benefits in terms of faculty positions 
and physical plant. In relation to the latter, Geiger notes: "The amount 
of space available was more than doubled in the post-war decade, and the 
total valuation of the University property, estimated at about $2,000,000 in 
1939-40, was $17,000,000 by 1957. The shabby, threadbare University of 
1946 had been transformed, almost overnight it seemed, into a shining new 
one."(68) 
(65)1n 1934, 113 B.S.Ed. degrees were granted; 66 B.A. and B.S. 
degrees were awarded in the College of Liberal Arts ( University of North 
Dakota Catalog, 1934, 88) . The number of graduate degrees awarded in 
the University as a whole, as noted for the post-1926 period in footnote 
53, was relatively small in the early history of graduate programs. The 
depression and World War II, however, were critical factors in preventing 
any extraordinary growth in graduate study. 
(66)Registrar's Reports, 1929-1936. 
(67)Geiger-, 407. 
(68)lbid., 420. 
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There were several events in the early post-war period that influenced the 
School of Education in significant ways. The first, in 1949, was the 
disastrous fire which resulted in the complete loss of Woodworth Hall along 
with fifty years of records associated with education. For the next six 
years, the education enterprise was spread across the campus, making it 
enormously difficult to maintain a strong sense of cohesion . 
While planning for the replacement building began in 1952, it wasn't until 
February 1955 that the $600,000 structure was occupied and ready for 
instruction. Considerable debate existed throughout the early planning on 
the building; for example, there were many who viewed this as an oppor-
tunity to obtain a concert-style auditorium even if it meant that many of 
the College's activities would continue to be housed in several different 
buildings. Cushman noted that the architects were asked to consider "an 
auditorium that might seat either 2,000, 800 or 250 people." ( 69) The 
auditorium concept was ultimately rejected in favor of a building in which 
the departments of music, art, psychology, business education, and edu-
cation would be housed along with administrative offices and a variety of 
classroom spaces. ( 70) This building, still called quite simply and imper-
sonally the "Education Building," is the current home of the Center for 
Teaching and Learning. (71) 
Within a year of the Woodworth Hall fire, on March 7, 1950, Dean Joseph 
Breitwieser died in an airplane crash in Minneapolis, bringing considerable 
grief to the campus community. He had served the School of Education for 
almost 23 years and was, by all accounts, highly respected on the campus . 
His presence was large and faculty in the School of Education were deeply 
distressed by his loss. A special issue of the Record, sponsored by local 
(69)Annual Report, College of Education, 1955, 15. 
(70)Martelle Cushman, College of Education Record, Volume 44 (1958-59), 
45-47. 
( 71 )Music and Art are now housed in the Hughes Fine Arts building; 
Business Education in Gamble Hall; _and Psychology in Corwin-Larimore 
Halls. 
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chapters of Phi Delta Kappa and Pi Lambda Theta, was published as a 
memorial in June 1950 (Volume 35, Number 9). This memorial publication 
included a collection of short articles Breitwieser had written over the 
years for the Record. The subject matter was broad, including not only 
Breitwieser's reports of research but his position on many aspects of 
teacher education, school curriculum, and moral development. A review of 
his writing suggests that he was basically optimistic about the possibilities 
of schools to make important differences in people's lives. He also viewed 
the public schools as having made enormous advances over the 1930-1950 
period. In relation to schools of education, he was convinced that they 
needed to become professional schools along law and medical school lines. 
He regarded such a direction as a critical means of gaining control over 
admissions, curriculum, and certification as well as a mechanism for en-
larging the prestige levels of education schools and their faculty. The 
tribute section of the memorial edition of the Record was written by 
Professor G. W. Crossman and included the following: 
He has been an enthusiastic leader, a leader always with a 
forward look towards the accomplishment of the great ideals 
which he had for the future. The Dean was always a leader in 
whatever field he entered. . . . If he had one fault it was that 
he was too kindly when one of his students or staff members 
deserved restriction. Even for this we praised him. ( 72) 
The memorial edition closed with the following two statements made by 
Breitwieser that the editors wanted remembered: 
We should have the vision and the courage to develop a revised 
and ever growing curriculum to fit our particular needs. ( 73) 
More fruitful results should come to aid us in education from a 
study of educational successes than from its failures. (74) 
Erich Selke, a long-time faculty member, served as Acting Dean until the 
appointment of Garold Holstine (Ph.D. , Iowa) as Dean in 1951. Holstine 
(72)College of Education Record, Volume 35, Number 9 (June 1950), 
344-45. 
(73)Ibid., 345. 
(74)Ibid. 
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had served as Director of the Campus School at Minot State during 1942-44 
and prior to his appointment as Dean had been a Professor of Education 
and Director of the University School at the University of Oklahoma. 
Holstine's tenure at the University was relatively short but, nonetheless, 
distinctive. ( 75) He was a particularly effective advocate for making 
graduate coursework accessible to educators throughout the State. Here-
tofore, the University did no graduate level extension work, except in the 
local area ( the Saturday program begun during the depression). There 
was a large correspondence program which served the State as a whole, 
but this functioned exclusively at the undergraduate level. Holstine 
expressed strong interest in seeing fairly permanent graduate centers 
established in every region of the state. This didn't occur, but education 
faculty did start a tradition of statewide extension work that continues 
today. (76) 
An important programmatic change in the early Holstine period was the 
implementation of the M.Ed., essentially a non-thesis, practitioner oriented 
degree. Almost immediately, the M.Ed. became the dominant graduate 
degree offered in education. There were 51 M.Ed. graduates in 1951-
52. ( 77) Never had there been, in previous years, more than 25 M. S. in 
Education, thesis only, degrees granted in one year. 
Holstine also involved the School of Education in its first accreditation 
activity. This was a significant event. National standards in Teacher 
Education had been forming in the United States since 1923, principally 
under the leadership of the American Association of Teachers Colleges, and 
resulting in fairly standard program directions. In 1948 several organi-
zations, including AATC, formed the larger, unified American Association 
(75)He accepted the Deanship at the University of Nevada-Reno in 1954. 
(76)A graduate center of the type Holstine might have envisioned is now in 
place in Bismarck and the extension course activities that he originated are 
now viewed as a principal element of the University's mission. 
(77)Registrar's Report, 1952. 
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of Colleges of Teacher Education and began a major accreditation program 
which included external evaluation teams. By the end of 1951, 246 out of 
the 1,200 institutions involved in teacher education had been accredited 
through the AACTE process. ( 78) 
During the 1951-1952 year, faculty in the School of Education completed an 
accreditation self study and in the fall of 1952 a five-member evaluation 
team came to the campus. Even though some concerns were raised about 
organizational structures and faculty quality, AACTE granted in 1953 
accreditation to the teacher education programs, giving the faculty a major 
morale boost. Cushman noted, in relation to the accreditation, that: 
It was something new for staff of the School of Education, and 
associated staffs in the liberal arts college, to learn that best 
practice called for a single, unified, four-year, planned program 
for the preparation of teachers, and that there was more to 
teacher education than twenty semester hours of professional 
education. (79) 
What is apparent in Dean Cushman's statement, and this particular per-
spective was evident as well in the writings of Breitwieser and Holstine, is 
a strong desire to bolster teacher education as a field and teacher edu-
cation faculty members as significant professional persons. (80) This is 
somewhat understandable when placed within its historical context. The 
post-World War II period, at least into the mid-60' s, was a time of educa-
tional backlash. Not only did the public schools come under criticism, but 
schools of education and their teacher education faculty were being criti-
cized heavily in the popular press and in the writings of a number of 
prominent liberal arts scholars for "supporting low standards" and main-
taining a "meaningless set of courses. "(81) 
(78)Newton Edwards and Herman Richey, The School in the American Social 
Order, (Houghton-Mifflin: New York, 1963), 599. - -
(79)Cushman, College of Education Record, Volume 44 (1958-59), 49. 
(80)This theme is fairly constant in Dean Cushman's annual reports 
throughout his 18-year tenure and will be commented on again. 
(81)The following represent a small sample of the books presenting this 
negative view, explaining in part some of the defensiveness among Educa-
tion school administrators: Albert Lynd, Quackery in the Public Schools 
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The education enterprise went through another name change in 1952 at the 
urging of Dean Holstine. Geiger notes that there "was considerable op-
position from the College of Science, Literature and Arts" but the Board, 
nonetheless, approved the change from the School of Education to the 
College of Education. (82) Nationally, "Schools of Education" were be-
coming "Colleges of Education" with the expectation that this might provide 
increased levels of control over curriculum, advisement, and admissions. 
These were the arguments put forth by Holstine. ( 83) There is, however, 
nothing in the University's records or in the Annual Reports of the 
College of Education to suggest that the name change made any significant 
difference in regard to operational mechanisms or perceptions of faculty 
within or outside the College . 
In his "Reminiscences," Erich Selke writes that he pointed out to Dean 
Holstine that the Century Code of 1943, Section 15-1104, in the enumera-
tion of colleges and schools at the University of North Dakota, listed a 
"College of Education," making, therefore, a formal request to the Board 
unnecessary. (84) The Century Code had clearly included an error, but 
the University went to the Board anyway, not wishing to stand on such a 
technicality . 
The Cushman Years 
After Holstine's departure for the University of Nevada-Reno in 1954, 
Martelle Cushman (Ph.D. , Cornell) was appointed Dean of the College of 
Education. He had been on the faculty of Iowa State University from 1945 
(1953); Arthur Bestor, Educational Wastelands (1953); Robert Hutchins, 
The Conflict in Education (1953); Arthur Bestor, The Restoration of 
Learning (1955); H. G. Rickover, Education and Freedom (1959); James 
Koerner, The Miseducation of Teachers (1962). 
(82)Geiger, 426. 
(83)Ibid. 
(84)Erich Selke, "Reminiscences," College of Education Record, Volume 50, 
Number 6 (March 1965), 84. 
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to the time of his appointment at the University of North Dakota, directing 
a well developed program there in rural education . He was considered a 
specialist in the problems of school administration in rural communities, 
finance, and school district consolidation, all areas which connected well to 
educational needs and interests in North Dakota . 
Enrollment in education began a steady growth in the early Cushman years 
and, with the reinstatement of the elementary education program in 1958, 
enrollments increased at a fairly rapid pace. 
In his Annual Report for 1954-55, Cushman noted that the College of 
Education had the following "three major channels for meeting its obliga-
tions to the people and schools of North Dakota": 
(1) Resident teaching of graduate and undergraduate students, 
(2) Extension of educational services to local school districts, 
and (3) Research on the educational problems of the state. (85) 
He concluded , at this, the end of his initial year, that "the last two of 
these have not been emphasized as much as they should be. . . . " ( 86) 
Like Holstine before him, and drawing on the land grant traditions he felt 
close to as a result of his experience at Cornell and Iowa State, Cushman 
encouraged faculty to provide graduate extension courses throughout North 
Dakota. More than his predecessors, Cushman also encouraged College 
involvement with school studies, building surveys, and school accreditation 
as well as increased interaction and formal involvement with the State 
Department of Public Instruction and the State Board of Vocational 
Education. (87) 
(85)Annual Report, College of Education, 1954-55, 1. 
(86)Ibid. 
(87)A number of positions and programs existed at the University of North 
Dakota during the Cushman years which were supported by the Department 
of Public Instruction and the Vocational Education Board. The ERIC 
center, for example, began at UND with support from these two agencies. 
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Dean Cushman wanted to encourage research productivity but lamented 
throughout much of his tenure the inadequate levels of moral support 
available, the low salaries which made it difficult to attract and hold senior 
faculty with established records of research and publication, and the 
paucity of research funds. The 50's and 60's were decades of enormous 
growth in education schools throughout the United States, much of it 
stemming from the demand for teachers associated with the post-war baby 
boom. Faculty in education were particularly mobile during this time 
because of the enlarging opportunities. This had serious consequences for 
the University's College of Education. Martelle Cushman's Annual Reports, 
especially in the 1955-1970 period, indicate a very high turnover of 
faculty. The difficulty is apparent when one examines the percentage of 
f acuity in the College holding the doctorate; for example, in 1955, 37 
percent held the doctorate. This percentage declined every year through 
1967 when it · reached 15 percent. By 1970, the doctoral degree holders 
among College of Education faculty had increased to 24 percent, still con-
sidered, however, very low. ( 88) 
Cushman's interest in the rural schools caused him to encourage faculty in 
education as well as in the academic departments to re-examine major and 
minor requirements as well as consider more composite majors (such as 
social science, natural science, and earth science). He wrote in 1955, and 
at many other times as well, about the need "to generalize more the major 
and minor subject preparation. . . . It is very much in evidence that the 
College of Education must prepare its teachers with broad and general 
teaching fields rather than a high degree of subject matter specializa-
tion . " ( 89) Only the social science area really took hold as a popular 
composite major field, but this occurred principally at the expense of 
teaching majors in history, economics, political science, and sociology. (90) 
(88)Annual Report, College of Education, 1971-72, 9. 
(89)Annual Report, College of Education, 1954-55, 1 and 53. 
(90)The University has been facing in recent years increasing pressure to 
build more broad field majors, especially in the current environment of 
declining enrollments in the secondary schools and the desire of school 
administrators to have teachers capable of teaching in at least three areas 
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Accreditation issues escalated in importance during the Cushman years. 
This occurred, in part, because Dean Cushman viewed accreditation as 
enhancing the prestige of the College. In addition, however, he was 
personally committed to the prof essionalization of education and believed 
that national accreditation procedures could improve significantly the 
quality of teacher education in the United States. (91) AACTE's role in 
accreditation, already noted, was short-lived. The National Council for 
the Accreditation of Teacher Education (NCATE) was formed in 1954 by a 
host of educational associations, including AACTE and the National 
Education Association along with its affiliated subject area departments 
(science teachers, math teachers, etc.). The 286 schools that had been 
accredited by AACTE made up the first list prepared by NCATE in 1954, 
serving as its initial members . 
The College of Education began in 1958 to prepare for NCATE accreditation 
by attempting to develop structures along the lines of the emerging NCATE 
standards. One of the standards called for a university-wide "Teacher 
Education Committee." Such a committee, made up of the eight department 
heads in the College of Education, the Directors of Student Teaching and 
Teacher Placement, and the Department heads in English, Foreign 
Languages, Math, Men's Physical Education, Social Studies, and Speech, 
was organized formally in the spring of 1958 "to conform to NCATE 
standards. "(92) Meeting several times a year for the next twelve years, 
(e.g., math, biology, chemistry, etc.). The Center for Teaching and 
Learning has been resistant to this pressure, in part because of a belief 
that persons having, for the most part, introductory level background in 
some of the subject areas to be taught are generally limited in their 
capacity to extend secondary students' learning or make the broader 
integrative connections that provide greater understanding for students. 
(91)Dean Cushman served as an NCATE evaluator and advisor. He main-
tained consi"derable correspondence with the NCATE staff and spoke 
positively often about the NCATE standards before the University's 
Teacher Education Committee. His Annual Reports also made many refer-
ences to NCATE. 
(92)Annual Report, College of Education, 1958, 57. 
31 
this Committee assumed responsibility for defining general education re-
quirements for students in teacher education and approving changes 
presented to the committee which related to formal teacher education 
requirements. Most of the committee's time, however, was consumed with 
reports about NC ATE standards, the importance of teacher education, and 
teacher placement activities. 
The first formal visit by an NCATE evaluation team occurred in the spring 
of 1964, after almost two years of fairly intensive self study and inter-
action with NCATE officials. Subsequent to the formal review, accredita-
tion was granted to all of the University's undergraduate programs and all 
graduate programs except for Business Education, Counseling and 
Guidance, and Educational Administration. In 1968 and 1969, on the basis 
of subsequent self surveys and evaluation team visits, master's level 
programs in school administration were approved; programs at the spe-
cialist and doctoral levels, however, were given only provisional status. 
Master's and specialist programs in Counseling and Guidance were ap-
proved but action on the doctoral program was deferred. (93) 
A source of tension that surfaced often in the 60' s within the College of 
Education had to do with policy making, advisement, and standards. This 
relates in large measure to issues about the role of a professional school 
(93)By 1969, the College of Education had decided not to pursue separate 
accreditation for the graduate program in Business Education. NCATE was 
scheduled to make an accredifation visit to the College of Education in 
1971-72. In light of the transition that was taking place during that year 
and the uncertainties about what form teacher education programs would 
take after 1971-72, President Starcher requested a delay until 1973-74. 
NCATE accepted a delay only to 1972-73, the initial year for what had 
become by then the Center for Teaching and Learning. The NCATE 
visitation team was particularly positive about the directions that had been 
established within the Center. The NCATE Council granted, in July 1973, 
only provisional accreditation status to the doctoral program in Counseling 
and Guidance and the specialist and doctoral programs in Educational 
Administration, however, all · other programs received full accreditation 
status. In 1976, after a follow-up visit related to the provisionally 
accredited programs in Counseling and Guidance and Educational Adminis-
tration, full accreditation was granted. In 1982, the University's programs 
in education again came under NCATE review; all were given full accredi-
tation status. 
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within a university raised much earlier by Dean Kennedy, and pursued 
even more intensively by Dean Breitwieser. Cushman noted in 1961: 
It is the responsibility of all departments of the University to 
contribute to the teacher education program within their res-
pective areas of capability. But the final determination of what 
of all that is available it shall use and the ways of implementing 
it and the best procedures of modern teacher preparation must 
rest with the faculty whose primary responsibility it is. (94) 
This was essentially a response to a concern about control of requirements 
which was expressed annually by the faculty in the education department. 
The elementary education program was reestablished in 1958 and became 
very quickly, as it had been earlier, the largest of the College's under-
graduate programs . Ernest Plath, who had been Director of the 
Laboratory School at the University of Oklahoma, came as Director of 
Elementary Education. Believing that it was essential to have an individual 
with excellent classroom experience to serve as a base for this program, 
Clara Pederson was recruited. This turned out to be eventful as Clara, 
for the next 24 years, contributed in a number of exceptional ways in 
establishing a national reputation for this program. 
Three other programs were developed during the Cushman years that 
warrant special comment. As the special education area became in the 
1960's more important to schools, the University began, in 1967, to develop 
a special education degree program. While modest in resources at that 
time, the special education area experienced growth and by 1972, when the 
Center was organized, was a fairly well developed program area. The 
Measurement and Statistics program also emerged in the late 60's; in part, 
as an offshoot of the Research Traineeship Program administered by the 
Bureau of Educational Research and Services from 1965-67. In 1969, the 
College developed a formal response to educational needs in the State's 
Indian Communities through the Teacher Corps Program. Headed by Don 
Lemon and making use of a number of the elementary faculty, Teacher 
(94)Annual Report, College of Education, 1961, 30. 
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Corps proved itself to be effective in preparing teachers through a field 
based alternative program. (95) 
The 1968-72 years were enormously complex for the College of Education, 
especially in view of decisions that had been made regarding the organi-
zation of an experimental college, the New School, and the restructuring of 
teacher education which ultimately culminated in the Center for Teaching 
·and Learning. Some context for all of this might be useful. 
Given the concerns in the mid-60's about the quality of schools and their 
escalating costs, a number of state education agencies and legislative 
bodies initiated a variety of fairly large-scale educational status studies. 
Such a study (hereafter called the Statewide Study) was instituted by the 
North Dakota legislature in 1965 and carried out as a cooperative venture 
involving the State Department of Public Instruction, the Legislative 
Research Council, the State Board of Higher Education, and the University 
of North Dakota. (96) Completed in 1967, the study concerned itself with 
all aspects of public elementary and secondary education, including cur-
riculum, personnel, school district organization, and finance, as well as 
selected aspects of the teacher preparation programs in the State's colleges 
and universities. (97) Few people close to the schools were surprised by 
(95)The Teacher Corps program continued through 1982 as an important 
program within the College of Education and the Center for Teaching and 
Learning. Other than the Future Indian Teachers Program which began 
within the New School at about the same time as the Teacher Corps effort 
and an earlier Head Start Training Program organized by Maurice Lucas at 
various North Dakota Indian Reservation Communities, the University had 
hardly responded to Indian educational needs and interests. In 1935, 
Franklin Dog Eagle, a Sioux, enrolled in what was hailed "as the beginning 
of a connection to a hitherto neglected segment of the state's population 
(Geiger, 381)." It wasn't until the late 60's, however, before this "be-
ginning" actually materialized in any serious manner. 
(96)The Director of the Study was Kent Alm, who was an Assistant Dean 
in the College of Education. 
(97)The Statewide Study reports were published in a series of booklets 
and distributed by the State Department of Public Instruction. The titles 
of the reports are: Personnel Needs in North Dakota Public Schools; 
Public Expenditure for Education in NorthDakota; Educational Development 
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the data collected in the Statewide Study. Regarding personnel, North 
Dakota's elementary teachers ranked 50th among the states in the matter of 
educational preparation; 59. 7 percent lacked baccalaureate degrees. While 
all secondary teachers had baccalaureate degrees, their overall preparation 
level also ranked 50th among the states. Counseling, library, special 
education, and vocational education services were virtually nonexistent 
outside of the few urban communities in the State. Fewer than 40 percent 
of the school administrators met minimal certification standards established 
by the State Department of Public Instruction. Of the 15,000 kindergarten 
age children in the State, only 2,800 had access to kindergarten programs. 
Per pupil expenditures for public education were $554. 00, several hundred 
dollars below the national average, and local communities carried a large 
tax burden--60 percent of the educational costs. While the total number of 
school districts was being reduced each year, there were still considerably 
more school districts than was considered efficient, financially or educa-
tionally. 
The Statewide Study generated a number of recommendations, most of 
which called for legislative action or an aggressive posture on the part of 
the State Department of Public Instruction. Because of the questions it 
raised about school reorganization, long an emotional issue in rural com-
munities throughout the United States, the Statewide Study became quickly 
a political issue in the State. Its financing proposals, which would have 
placed increased responsibility on the State, also sparked heated 
debate. (98) "Local control vs. State control" became a theme of those who 
opposed the recommendations of the Statewide Study. Enough "red flags" 
for North Dakota 1967-1975: An Overview; Developing and Placing 
.Educational Pers,mnel in North Dakota; A Plan for Public Expenditures for 
Education in North Dakota; Developing State Leadership for Education in 
North Dakota. 
(98)Some of the fiscal recommendations regarding equalization of funding 
were related to issues raised by the Serrano Case in California which was 
.finally decided in 1971 in the California Supreme Court. The recommenda-
tion calling for the State to adopt a higher percentage of the costs was 
accepted in principle and in each legislative session from 1969 through 1981 
the percentage has increased. The 1981 legislature supported a formula 
calling for 70 percent State funding. 
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were raised in the wake of the Statewide Study reports to cause the 
legislature to back away from a majority of the recommendations . One 
major recommendation, however, which did not demand positive legislative 
action, called for the creation of an experimental college at the University 
of North Dakota which would direct its attention to a variety of educational 
personnel and schooling needs in the State, especially the need to assist 
less-than-degree teachers in completing degree requirements. With en-
couragement from the State Department of Public Instruction, the 
Legislative Research Council, and the State Board of Higher Education, the 
University of North Dakota decided in the fall of 1967 to seek outside 
financial support for an experimental program in teacher education. In 
February of 1968 the United States Office of Education gave assurances of 
enough financial support to make a beginning . 
The New School could, conceivably, have been organized as a component of 
the long established College of Education. It wasn't. George Starcher, 
President of the University, with the approval of the State Board of 
Higher Education made a radical decision by establishing the New School 
apart from the College of Education, essentially giving support to two 
somewhat parallel Education Schools. (99) Supported unequivocably by 
William Koenker, Vice President for Academic Affairs, President Starcher 
felt strongly that existing practice in teacher education needed to be 
challenged and some fresh directions established. He essentially took a 
reform stance. (100) The decision to establish an experimental college in 
teacher education outside of the College of Education was also supported 
(99)For Dean Cushman, this was a confirmation of his long standing 
conviction that the College of Education was not supported or regarded 
highly by the principal central administrators of the University. This 
conviction was put forth · a number of times in his Annual Reports, espe-
cially in the 1958-72 period. The May-June 1968 issue of the College of 
Education Record was devoted entirely to Dean Cushman's critical review of 
the Statewide Study, including its recommendations regarding educational 
personnel. 
( 100 )See Elwyn Robinson, The Starcher Years (North Dakota Quarterly, 
Volume 39, Spring 1971), for some aspects of this decision to support an 
experimental college separate from the College of Education. 
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by the University Senate, though actively contested by many individuals 
within the College of Education. But Starcher persevered in the face of 
the protest from the College of Education and set in motion the imple-
mentation of the program. 
1971-72 was the final year of the College of Education. Beginning in the 
fall of 1970 a variety of planning committees worked on a means of re-
structuring teacher education at the University. In January 1972 the 
University presented its reorganization plans to the Board of Higher 
Education for final approval. Dean Cushman's final Annual Report outlined 
in detail his personal dissatisfaction with the new directions. He noted: 
"This structure [NCATE related Central Control] has been rendered 
relatively ineffective during this past year by several administrative 
officers and certain committees appointed to achieve a preconceived result 
in the control of teacher education. "(101) 
Dean Cushman appealed personally to the State Board to reject the re-
structuring of teacher education, even suggesting that the Board likely 
did not have the authority to abolish the College of Education because of 
its formal listing in the 1943 Century Code, 15-1104. (102) Cushman went 
on leave from the University in July 1972 and retired in June 1973. He 
continued, however, an active professional life for much of the rest of the 
decade . The Governance of Teacher Education, published by Phi Delta 
Kappa, was the product of his research in the 1973-76 period. (103) 
(lOl)Annual Report, College of Education, 1971-72, 2. 
(102)His long letter of appeal is included as an Appendix in the Annual 
Report, College of Education, 1971-72 . 
(103)Martelle Cushman died on November 28, 1982, at the age of 74, at his 
Port Charlotte, Florida, home. As the person who replaced, in a sense, 
Dean Cushman, I need to acknowledge that it has been quite painful to 
read his Annual Reports and resurrect my conversations with him, espe-
cially in the closing months of the 1971-72 academic year. He served the 
University well for 18 years. I understand his belief that the College of 
Education was not supported significantly during his tenure, fiscally and 
morally. He believed that his was a "lonely voice" calling for increasing 
the University community's attention to the needs of schools and teacher 
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The New School 
-------
The New School program--the community it established, the strong commit-
ments it engendered, the educational activities it fostered--was unique in a 
myriad of ways, deserving of a careful historical review. Within the 
context of this Centennial review, such a history would be inappropriate; 
however, I will attempt to provide sufficient substance to give the New 
School some significant meaning without turning it into a quasi-
memoir. (104) It needs to be acknowledged that this discussion contains 
education. Marty Cushman was as knowledgeable about teacher education 
as a professional field as anyone in the United States. He had valuable 
insights about rural education and he shared these in a variety of forums. 
While he supported many of the directions that were being established 
within the New School, he sincerely believed that such directions could 
have been as easily incorporated within the College of Education. He was 
opposed to the development of the Center for Teaching and Learning 
because of his long and strong commitments to a conception of teacher 
education that the College of Education embodied. Nonetheless, he did 
cooperate with me personally in the transition. We corresponded at several 
points during the Center's first decade. His interest in the Center re-
mained high because he genuinely loved the University of North Dakota 
and was committed to its teacher education efforts. 
(104)As noted earlier, there is a great deal of material available on the 
New School in the Special Collections Section, Chester Fritz Library. 
There was considerable attention to the New School in the popular press, 
journals, and television. A partial listing, without titles for the most 
part, follows: Pace Magazine (July 1969), 31-37; Newsletter of the 
American Anthropological Association (November 1969), 3-4; Minneapolis 
Tribune (April 30, 1969), (February 21, 1971), (September 6, 1971); 
Atlantic Monthly (June 1970), 82-96; Reader's Digest (July 1970); New 
York Times (October 11, 1970) and (January 11, 1971); Wall Street Journal 
(December 1, 1970); Time (November 2, 1970); Newsweek ( October 26, 
1970); Saturday Review (October 17, 1970), (April 17, 1971), (March 4, 
1972); Life, (October 1971); Scholastic Teacher (September 1971); 
Merrill-Paiiner News (June 1972); Ford Foundation Newsletter (September 
1, 1971); Minot Daily News (March 13, 15, 17, 1971); School and 
University Review, University of Colorado (Spring 1971). Charles 
Silberman, Crisis in the Classroom, Random House, 1970, gave unusual 
attention to the New School. See also: The College of Education Record, 
Volume 64, Number 7 (April 1970) and Volume 65, Number 8 (May 1970) 
which were devoted to the New School; Warren Strandberg, "Structural 
Change in Teacher Education," Illinois Schools Journal, Volume 50, Number 
1 (Spring 1970); Vito Perrone and Warren Strandberg, "The New School," 
Elementary School Journal, Volume 71, Number 8 (May 1971); Vito Perrone 
and Warren Strandberg, "A Perspective on Accountability," Teachers 
College Record, Volume 73, Number 3 (February 1972); Michael Patton, 
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considerably more detail in relation to academic and clinical studies than 
has been the case in the history outlined thus far; in large measure, this 
is related to my intimacy with it and also because it is a history that is 
critical to an understanding of the Center for Teaching and Learning, the 
current entity responsible for teacher education. 
When the University of North Dakota made the decision in the fall of 1967 
to go forward with the New School, there existed only a limited sense of 
how to proceed. (105) There was a conception of an exchange program--
master's interns replacing less-than-degree teachers who would join other 
specially selected undergraduates at the University--and an alternative 
program for doctoral students. There also developed during the 
February-June 1968 period a conception of advocacy around more informal 
approaches to education, individualization, greater intensity in learning 
The New School: A Case Study in the Structure and Diffusion of 
Innovation, Ph.D. dissertation, University of Wisconsin, 1972; Faith 
Dunne, "The New School: A Case Study," in Paul Nachtigal, Education in 
Rural America, (Westview Press: Boulder, 1982). The foregoing repre-
sent only a small sample of the available literature: The following listings 
from a "Series of Final Reports on the Trainers of Teacher Trainers 
Program" are also illuminating: A Report to the National Advisory Council 
on Educational Professions (May 1973); The Fargo-Madison School Program: 
A Cooperative School Effort (April 1974); Selections from Insights (May 
1974); From the New School to the Center for Teaching and Learning (May 
1974); Grading and Evaluation in the New School (June 1974); A Follow-up 
Study of the Master's Degree Graduates (1968-72) from the New School 
(March 1974); and Structural Dimensions of Open Education and Parental 
Reaction to Open Classrooms in North Dakota: A Sociological View of the 
Diffusion of Open Education as an Innovation in Organizational Structure 
and Process (Spring 1973). The Informal Series booklets prepared by 
Clara Pederson in relation to the New School's Follow Through program 
should also be seen as part of the history of the New School. Several 
television documentaries were also developed: the most extensive of these 
were What's New at School (CBS) and What Did You Do at School Today (NET). ~ - ~- -- -- ~ - -
(105)A document entitled the "New School of Behavioral Studies in Educa-
tion: A Pilot Personnel Development and Educational Research Activity 
Program for North Dakota Schools," prepared in the fall of 1967, existed 
but was, from my point of view, inadequate as a basis for serious de-
velopment. 
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practices within the schools, and interdisciplinary educational formulations 
at the teacher training level. ( 106) 
A small staff was organized in January 1968 to engage in some preliminary 
organizational tasks. Ron Barnes (Vice President for Student Affairs), 
Clara Pederson (on temporary assignment from the College of Education), 
Kirkwood Yarman ( who had worked on the Statewide Study), and Minard 
McCrea (former superintendent of schools, Valley City) carried the early 
burdens of explaining the relationship of the New School to the Statewide 
Study and describing some of the educational directions the New School 
hoped to establish. One of their more difficult tasks was facing their 
incredulous colleagues who doubted that a program with such large goals 
and a commitment to advocacy could actually be implemented. There were 
many anxious times. Would school districts enter into cooperative relation-
ships? Would teachers and prospective teachers risk an "untested," 
loosely defined program? One of the early questions asked by prospective 
students, which persisted and was actively encouraged by critics for some 
two years, was: "Will our degree be recognized as valid?" Were there 
sufficient faculty from traditional academic disciplines at the University of 
North Dakota willing to enter the world of teacher preparation? The early 
months were often discouraging but never lacking in some hopeful signs. 
By June, there were enough school districts and students to make a 
modest beginning. 
I made the decision to accept the Deanship of the New School in early 
February of 1968 (effective June 15, 1968), and from that time on, made 
frequent trips to North Dakota to assist in the planning efforts. ( 107) The 
(106 )The argument was posited that teacher education had become too 
separated from the intellectual roots of liberal arts content and practice. 
In this regard, this particular formulation was counter to the directions 
which had long been established within colleges of education. 
(107)! had previous experience with experimental, interdisciplinary 
programs at the school and university level. While serving at Northern 
Michigan University as a professor of history and Dean, Undergraduate 
Studies in Common Learning, as well as Dean, Graduate Studies, I main-
tained an interest in teacher education, directing two NDEA summer 
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New School represented an opportunity for some fresh beginnings--in a 
number of ways reaffirmations of many turn-of-the-century orientations--in 
teacher education. I brought to the New School a number of assump-
tions--many the product of my personal experience with schools and 
learning, others more intuitive reactions to some fairly standard beliefs 
expressed by many college of education people with whom I had interacted 
over the years . 
the New School. 
These assumptions became integral to the discourse within 
As a matter of context, some of these assumptions follow: 
Liberal arts faculty are interested in teacher education and 
schools. 
Universities and schools can develop meaningful relationships 
in which each can influence the other's directions . 
Liberal and professional education can be integrated, with 
each being enriched in the process. 
More open-endedness in learning opportunities for students 
leads to greater intensity in learning. 
Students are capable of giving much greater direction to their 
own learning. 
Colleges , universities , and schools have not drawn suf-
ficiently on the life experience of non-professionals. 
Broad participation in educational decision-making need not 
lead to inefficiency or confusion . 
Schools, where children and young people live out much of 
their lives , are not immune to significant change . ( 108) 
institutes in American History and an American Historical Association 
related institute in II Approaches to the Study of History in the Schools. 11 
In addition, I taught a special methods course in the teaching of history 
and the social studies. These activities related in many ways to some 
previous experience as a junior-senior high school teacher of history and 
as a teacher-director of summer educational programs for chil.dren, ages 
4-12. My view then, publicly stated, was that colleges of education 
tended to be too narrow in terms of their human resources, too technical, 
non-intellective, in their orientations toward learning, too accepting of the 
schools as they were, too conservative in relation to the social/political 
contexts in which schools functioned, so scattered in purpose that much of 
their work seemed unimportant. 
(108)These assumptions, with more elaboration, are taken from an opening 
presentation to New School faculty and students by Vito Perrone on June 
18, 1968. 
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A number of faculty appointments were made during that first spring and 
summer, the majority of them in areas outside education; for example, 
poetry, philosophy, religious studies, theatre, art, music, psychology, 
anthropology, sociology. Persons with backgrounds in teacher preparation 
came later. It was a diverse faculty in terms of academic preparation and 
personal experiential background. (109) 
The New School set out from the outset, when fifty-five master's level 
candidates registered on June 17, 1968, to become a community of 
learners, a setting in which programs would be planned with and not apart 
from students. Such a direction could obviously become considered more 
easily in a setting where numbers were not large and where students and 
faculty were exploring many new vehicles for learning. (110) A constant 
flow of philosophical and pragmatic questions about teaching, learning, and 
schools increased the intensity of discussions among students and faculty 
over the entire four years. It was clear very early that there were dif-
ferences in views and that many persons in the New School were having 
difficulty reconciling the differences. Some of the following questions were 
debated; not just during the first year, but throughout the four years, 
generally at increasingly higher levels. What are the limits of freedom? 
What is the meaning of authority? What is important to know? What are 
( 109 )Warren Strandberg, whose background was in Philosophy, was re-
cruited as Program Coordinator. I had worked closely with Warren at 
Northern Michigan University and had considerable confidence in his 
capacity to formulate curriculum issues thoughtfully and to work well in an 
interdisciplinary environment. Warren arrived in Grand Forks in late 
August 1968 · in ti.me to provide tentative titles of courses to appear in the 
Fall 1968 registration timetable. There was no firm curriculum until later in 
the Fall, though those early, quickly conceived formulations of a relatively 
.. s.unple, flexible five-course area curriculum (Modes of Communication, 
. :Creative Expressions, Human Responses to Environment, Nature and 
Conditions of Learning, and Quantitative Reasoning) served as the base. 
(llO)It was also easier at a time when the registration procedures were not 
tied so closely to computerized program.s--when the system was more 
flexible, amenable to the many changes that became necessary to respond 
constructively to fresh circumstances. I make this notation to call atten-
tion in 1983 to the fact that the latest technologies have been instituted at 
an i.mportan t cost. 
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the boundaries of legitimate inquiry about teaching, learning, and schools? 
What are appropriate modes of evaluation? What is the role of the liberal 
arts in teacher preparation? What kinds of student-faculty relationships 
are most productive of social, psychological, and intellectual growth? What 
is an appropriate means of governance? Is advocacy a legitimate role for a 
University? How can the New School lend support to educational reform? 
What are the most appropriate mechanisms for involving parents in teacher 
education? How can the New School organize to support the interests of 
North Dakota Indian communities?(lll) What are the limits of diversity 
among students and faculty?(112) How can a community of learners be 
firmly established? What are the best ways to support teachers who are 
actively attempting to change their classrooms and their approaches to 
children and parents? What are the most appropriate ways to extend 
children's learning? What are the critical characteristics of informal 
education? There were many more. Meetings seemed endless. Partici-
patory systems which seek consensus tend to work this way. Experience 
with many of these issues was lacking; however, it may not, in retrospect, 
have been helpful. While it was difficult to reach any long term resolution 
(lll)Before I even arrived in North Dakota on a permanent basis I re-
ceived a letter from tribal officials at Turtle Mountain asking that the New 
School find a way to improve educational conditions there. Interactions 
with representatives from that community began early in the Fall of 1968, 
assisted enormously by a freshman Turtle Mountain student, Twila Martin, 
who provided a series of seminars for New School faculty. 
(112)The diversity among faculty has been alluded to by outlining some of 
the academic areas represented. But the diversity went far beyond 
academic background to life style and social-political beliefs. The di-
versity among students was remarkable. The mix of the young 19-25 year 
olds with the older veteran North Dakota rural teachers, some of whom 
were in their late 50's and early 60's, was always a source of complexity 
as well as great joy. From the second year through the fourth year, of 
the 200 undergraduate and fifth year interns who were not returning 
North Dakota teachers, approximately 25 percent were former Peace Corps 
interns. In the third year, there were 19 National Merit scholars among 
this student population. There was likely not another teacher education 
program in the United States with that many National Merit scholars. 
There were a number of students seeking certification who already had 
terminal degrees in other fields--a Ph.D. in Mathematics, MFA's in 
Photography, Dance, Music, Visual Arts. The New School had, during the 
four years, the makings of a professional concert-level wind and brass 
ensemble. It was an unusual population and a unique time. 
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to many of these issues, New School faculty and students were confronting 
serious educational concerns, asking, I believe, the right kinds of ques-
tions. 
The program became fully operational in the Fall of 1968; in addition to 55 
master's level interns preparing to serve nine-month teaching internships 
in North Dakota schools, there were 130 junior and senior undergraduates, 
of whom sixty were former less-than-degree teachers who were part of the 
teacher exchange program(113) (and averaged 45 years of age), and 15 
doctoral students. For the subsequent three years, there was an average 
of 85 master's level interns, 200 juniors and seniors, and fifteen doctoral 
students--essentially 300 students per year. (114) Beginning with the 
second year, applications exceeded available spaces in the program at a 
ratio of two or three to one. This permitted a selection process that is 
typically not available to teacher education programs in state univer-
sities . ( 115) 
In relation to the elementary classroom, the New School fostered an infor-
mal or more open classroom environment, a reaffirmation of many long-
standing educational traditions. A guiding assumption was that children's 
(113)The exchange program was a central feature of the New School's 
involvement with school districts during the four years of its existence, a 
primary vehicle for encouraging local school districts to reexamine their 
educational efforts by placing alternative patterns of thought and action 
into juxtaposition with their more established patterns. It also helped 
reestablish significant ties to communities as well as provide a supportive 
setting for the University to engage in a field centered program. By 
entering into cooperative agreements, local school districts agreed to assist 
New School interns in creating more individualized and personalized modes 
of instruction in their classrooms. In return, the New School pledged its 
institutional resources in support of interns' efforts in classrooms. 
(114)During the third and fourth years, post doctoral students, all from 
Liberal Arts disciplines, were recruited for the program. Over the life of 
the program, a total of 338 interns served in 53 different school districts 
and 80 different elementary schools, public and parochial. These school 
districts contained roughly half of the state's entire elementary school 
population. 
(115)Admission Committees tended to be partial to individuals who had 
unusual skills and experience. "What can they contribute?" was a common 
question. 
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learning is enhanced if it gives principal attention to a child's own expe-
riences, needs, and interests and provides opportunities for children to 
participate in the direction of their education, giving back what Jerome 
Bruner has described as "initiative and a sense of potency. . . the desire 
to learn. "(116) 
Structurally, the New School operated out of the belief that teacher edu-
cation tends to suffer when institutional, epistemological, or curriculum 
structures necessitate that liberal and professional education be carried out 
in isolation from one another. This, it was posited, limited not only the 
alternatives for action but, more importantly, the ways individuals think 
about education.(117) Because of its unique structural organization, 
developed around an interdisciplinary faculty, the New School was able to 
offer its participants all components of a teacher preparation program 
without the liabilities of traditional liberal and professional education 
distinctions. Students did not have to remove themselves from their focus 
on teaching to participate in such areas as creative writing, literature, 
math, science, art, and music. 
(116)1 hesitate to develop any further here the theoretical, philosophical, 
or operational aspects of the advocacy which was central to the New 
School's efforts . All of this , however, has been described quite fully in 
the following, among other sources: . Vito Perrone, Open Education: 
Promise and Problems, Phi Delta Kappa, 1972; Clara Pederson, "New Day 
in North Dakota," Childhood Education (February 1971); Vito Perrone, 
"Open Education: Where We Have Been and Where We Are Going," 
Insights (November 1974); Clara Pederson (ed.), the Informal Series, of 
which there are twelve volumes . 
(117)Paul Nash, in Authority and Freedom in Education (John Wiley and 
Sons, New York, 1966), a book that was discussed intensively by New 
School faculty, wrote in relation to the liberal-professional education issue: 
Rather than follow the traditional pattern, which often consists 
of tacking "liberal arts" courses upon professional courses in the 
hope that some alchemy within the individual will transform the 
ingredients into a liberating education, we should experiment 
with the use of the individual's professional interest as a focus 
from which he can move out in a liberating exploration of its 
wider human implications (p. 41). 
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The structural organization of the New School made it difficult for faculty 
and students to fall back on the traditional dichotomy between liberal and 
professional education by establishing a setting where a variety of educa-
tional perspectives, interests, and modes of inquiry could intersect. Such 
intersection caused considerable frustration but it also stimulated a great 
deal of joint planning and cooperative teaching across academic areas. 
"Developing mathematics concepts" was organized by a mathematician and 
developmental psychologist. "A Study in Sound" combined the efforts of 
faculty in poetry, music, and physical science. The "Creative Arts 
Classroom" brought together faculty in children's literature, language arts, 
mathematics, science, and philosophy. The examples of integrated activity 
are just too numerous to list. The unitary structure also made it as 
reasonable for a faculty member in Religious Studies or Poetry to work 
with third and fourth grade children in a cooperating elementary school 
classroom as to conduct an on-campus seminar in civil religion or creative 
writing. 
All three parts of the New School program--undergraduate, master's, and 
doctoral--were interrelated, each contributing to the strength of the other. 
Most doctoral students, for example, gained their clinical experience by 
working in the undergraduate program and by joining the master's interns 
in the field to work directly with children. The research carried on by 
the doctoral students was closely tied to activities of these other two 
groups of students. In turn, the undergraduates and the master's level 
students drew on the doctoral candidates as resource persons. The 
master's level students contributed to the undergraduate program by 
opening their classrooms for undergraduate field experiences. Similarly, 
the undergraduates, by actively participating in intern classrooms, con-
tributed to the in tern's efforts to change the nature of elementary school 
instruction. As a consequence of these interrelationships, each level of 
the program made a significant contribution to the education of teachers 
and to the education of teacher educators. (118) 
( 118) Along with these degree programs, the New School conducted a wide 
range of workshops for teachers and parents throughout the State. Its 
parent programs were particularly well attended. 
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In addition to the undergraduate and graduate programs described above, 
the New School also carried out a program to prepare Indian men and 
women to become teachers and sponsored several Follow Through Projects. 
Both programs continued for another decade in the Center for Teaching 
and Learning. 
The Future Indian Teacher (FIT) Program, initially supported through the 
Trainers of Teacher Trainers Program (USOE), and later supported 
principally by the Career Opportunities Program (USOE), enrolled Indian 
men and women from North Dakota's four Indian reservations in a work-
study effort. The students spent part of their time working as teacher-
aides (generally under Title I) in their home-community schools and part 
.at the University for intensive academic study . In 1971-72 there were 75 
students enrolled in the program at the freshman, sophomore, junior, and 
senior levels. (119) 
The Follow Through program was related to USOE's effort to continue work 
with "less advantaged" children who had been enrolled in Head Start 
programs. The New School (and now the Center) was among 20 sponsors 
enlisted by USOE and was selected to implement a program of informal 
education by school districts at Fort Yates, North Dakota; Zuni, New 
Mexico; Great Falls, Montana; and Burlington-Edison, Ferndale, and Sedro 
Woolley, Washington. The New School provided assistance to the sites, 
including on-campus and inservice training for teachers, aides, and 
parents. 
It should be pointed out the Follow Through and the FIT program did not 
operate in isolation from the "regular" teacher preparation program. The 
programs overlapped in many ways both on and off campus. For example, 
(119)The first students to enroll in this program in the summer session 
1969, thirteen in number, were almost all individuals who had completed 
general examinations for their high school equivalency status. The 
average age of these thirteen students was 40 and among them they had 94 
children. To consider engaging in a university program was courageous . 
Of these thirteen, eleven completed baccalaureate degrees; four went on to 
complete master's degrees; and one completed in 1980 a doctorate. 
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at Fort Yates several master's degree candidates served internships in 
Follow Through classrooms and had FIT students as teacher aides. And 
faculty and doctoral students conducted workshops and classes for par-
ticipants in all the programs . 
In closing this discussion on the New School, its role as an important 
national catalyst for reexamining teacher education and giving impetus for 
school reform should be acknowledged. During the four years, close to 
2,000 individuals--parents, school board members, legislators, teachers, 
school administrators, and college faculty--came from 42 states, nine 
Canadian provinces, and 13 other countries to North Dakota to participate 
in New School programs . They remained anywhere from a day to several 
months. In addition to the many visitors, the New School received and 
responded to close to 2,500 requests each year for information. While 
much of this level of interest receded with the formation of the Center and 
the generally more conservative educational climate in the United States, 
the Center has maintained in many respects this important demonstration/ 
dissemination role, continuing to provide considerable local, regional, and 
national leadership to teacher education . 
The Center for Teaching and Learning 
In this centennial year, the torch of teacher education is being carried by 
the Center for Teaching and Learning. A recapitulation of the route might 
be helpful: 
1883 Establishment of the Normal Department 
1900 Establishment of the Normal College 
1905 Establishment of Teachers College (and authorization to 
offer the Bachelor's degree) 
1912 Name change--Teachers College to School of Education 
1926 Master's and Doctoral programs in education authorized 
1953 Name change--School of Education to College of Educa-
tion 
1968 Establishment of the New School as an experimental 
college centered on teacher education 
1972 The College of Education and the New School were 
replaced by the Center for Teaching and Learning 
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In forming the Center in 1972, the University was making an important 
reform statement about teacher education at a time when serious reserva-
tions existed about the future of teacher education efforts in colleges and 
universities. (120) The initial report of President Starcher's committee on 
"Teacher Education in the 70's" made that sufficiently clear. (121) Several 
sections of this report, submitted to the University community in April 
1971, are quoted quite extensively in the following pages because of the 
important context they provide for the University's contemporary direction 
in teacher education. 
We did feel. . . that something could be done at the University 
of North Dakota to bring all people involved in teacher pre-
paration [liberal arts and professional education faculty] together 
in a manner that would give prospective and experienced 
teachers and teacher educator~ a more integrated program. ( 122) 
(120)At the time, there were some who saw the development of the Center 
as little more than political expediency, a means of resolving the dilemma 
of having essentially two schools of education (the College of Education 
and the New School). If this were truly the motivation, then there were 
simpler solutions possible and the activities surrounding the formation of 
the Center would not have occupied so much enthusiastic participation of 
so many faculty members from throughout the University. 
(121)In accepting the position as Dean of the New School in 1968, I ex-
pressed to President Starcher and Vice President for Academic Affairs 
William Koenker my strong belief that the New School had to be viewed as 
an experimental college with a limited life, one that should, if successful, 
be a catalyst for reexamining teacher education more broadly. In the fall 
of 1970, I, as well as others, encouraged President Starcher to consider a 
task force to reflect on the future of teacher education at the University 
as a way of preparing for the changing social and demographic conditions 
likely in the 1970's and beyond. After discussions with the Executive 
Committee of the University Senate, President Starcher appointed, in 
November 1970, Larry Harris and Al Sturgis (representing the College of 
Education), Ron Bzoch and Robert Lewis (representing Arts and Sciences) 
and George Frein and Warren Strandberg (representing the New School) to 
serve on a "Teacher Education for the 70's" committee. 
(122)This statement followed a discussion of the traditional dissonance in 
liberal arts colleges about professional education enterprises. "Report of 
the Teacher Education Committee," April 1971, 1. This report, along with 
the second report of this committee, is contained within From the New 
School to the Center for Teaching and Learning, One of a Series of Final 
Reports on the Trainers of Teacher Trainers Program, Center for Teaching 
and Learning, May 197 4. 
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[In relation to teacher education as a university-wide con-
cern] . . . undergraduates preparing for careers as teachers 
[already] spend a major portion of their time in the liberal arts . 
However, their studies often are removed from their professional 
aspirations. Professional educators often feel that liberal arts 
faculty simply are not interested in confronting the serious 
problems associated with preparing teachers. Liberal arts 
faculty, on the other hand, typically feel that most professional 
preparation is done in isolation from the subject matter areas to 
which it is related. Even when liberal arts faculty are willing to 
participate they feel unable to penetrate the professional estab-
lishment's control over the direction of teacher education. 
Whether or not such thinking reflects reality, the end result of 
this compartmentalization of liberal and professional education is 
suspicion and mistrust among the faculty that contributes to 
self-defeating competition for student loyalties and time. Equally 
important, the separation and isolation between the liberal arts 
and professional education leads to the creation of programs that 
· lack a sense of wholeness and unity. . . . The role of the 
teacher educator is one that must be reclaimed by all professors, 
and especially the education professor. Likewise, the education 
professor must recapture for students the liberalizing quality 
that is inherent in teaching as a profession. If a closer working 
relationship can be established between these two groups of 
faculty we believe · that more imaginative and meaningful ways of 
responding to students will emerge. (123) 
The introduction of liberal arts faculty. . . would stimulate the 
involvement of liberal arts professors in the tasks traditionally 
assigned to professional educators as well as encourage the 
inclusion of professional educators in activities typically reserved 
for liberal arts faculty. The resulting interaction, we believe, 
holds forth great promise for the creation of more humane and 
effective classroom environments. To bring professional edu-
cators and liberal arts faculty together in meaningful ways is a 
difficult task and one that will not be achieved without a genuine 
engagement under mutually respected leadership. (124) 
In considering the above. . . the Committee began to talk about 
the creation of a new entity, which we have called the Center 
for Teaching and Learning. (125) The Center would draw to-
(123)"Report of the Teacher Education Committee, t1 2-3. 
(124)"Report of the Teacher Education Committee, t1 6. 
( 125 )Warren Strandberg and I made use of this formulation in the early 
60's in some joint writing. We used the formulation in committee hearings 
as a way of conceptualizing a fresh direction, a philosophical orientation 
based upon the reciprocity of teaching and learning, and an organizational 
structure which would encourage collaborative activity among faculty across 
fields and beyond the confines of the University. The committee, as a 
whole, found it a useful concept. 
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gether three separate groups which currently share the major responsi-
bility for teacher education at the University, viz. , the College of 
Education, the College of Arts and Sciences, and the New School. It 
would become the focal point for teacher education at the University. (126) 
In considering a structure for the Center for Teaching and Learning and 
the central focus being recommended, the Committee offered the following 
thoughts about former College of Education departments that did not view 
their purposes as exclusively school-teacher education related. 
Some departments in the College of Education may not feel that 
their major purpose is the preparation of teachers and teacher 
educators. Consequently, they may want to be identified with 
the Center in a way that is different from, say, personnel in the 
Department of Education. Their ties with the Center would then 
be similar to the relationship other departments in the College of 
Arts and Sciences would have with the Center. The Committee 
believes a number of suitable alternatives are possible for those 
departments in the College of Education that choose not to be an 
integral part of the Center, such as membership in another 
existing college or in a newly created college. (127) 
In regard to the internal organization of the Center, the Committee set 
forth a position that was quite unorthodox for the University of North 
Dakota. 
The Committee agrees that the Center should avoid organizational 
arrangements based upon departments or disciplines. Although 
the development of organization schemes would be left to Center 
participants, the Committee feels that organizing around pro-
grams, problems, themes, or projects would be most productive. 
For example, project subcenters might be created for a par-
ticular purpose or function. They would have specific goals and 
would cease to exist when those goals were accomplished. 
Faculty, students, parents, etc. might all participate in a pro-
ject. To make participation in such activities possible, students 
and faculty would need greater freedom in planning the student's 
professional program. In that way, interested persons might 
pursue project activities in lieu of or as a complement to the 
established curriculum. ( 128) 
(126)"Report of the Teacher Education Committee," 5. 
(127)"Report of the Teacher Education Committee," 7. 
(128)"Report of the Teacher Education Committee," 8-9. 
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Closely related to the foregoing was a statement in the Committee's second 
report (October 1971) that provides a fuller elaboration of its philosophical 
and organizational perspective. 
The Committee believes the Center should encourage faculty with 
diverse backgrounds to enter into new relationships. But for 
this to happen, new ways will have to be found to expedite the 
implementation of the ideas developed. Currently, it is very 
difficult to implement a new course without going through a 
time-consuming process involving University committees and the 
Board of Higher Education . Many national educational leaders 
have argued that this process is too slow to allow the University 
to respond to pressing contemporary educational problems. Even 
the course structure itself severely limits flexibility. In addition 
to regular course work, the Committee envisions the creation of 
many more short term activities in the Center. These latter 
activities cannot be thought of as courses in the traditional 
sense. There should be ways to initiate such activities without 
going through the formal process now required of new courses 
and without jeopardizing the students' normal progress toward a 
degree. The Board of Higher Education's acceptance of the 
Center, therefore, should include an agreement on ways to 
create alternate approved newly designed activities. ( 129) 
The positions taken by this Starcher appointed committee were certainly 
supportive of those conceptions of teacher education given expression in 
the New School. They also represented the perspectives of many in the 
College of Education who desired a more intellective base for teacher 
education as well as greater flexibility. The recommendations of the com-
mittee represented, as well, though not purposely so, an affirmation of the 
liberal traditions that predated what Geiger called the "modernization" of 
the School of Education in the 1920's. (130) 
The basic orientation of the Committee on "Teacher Education for the 70's" 
received support in the University Senate and was approved by the 
Board of Higher Education in January 1972 for implementation on July 1, 
( 129) "Second Report of the Teacher Education Committee," October 1971, 
4-5. 
(130)Geiger, 356. 
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1972. (131) I accepted the Deanship of the Center in late February(132) 
and after consultation with members of the Department of Education faculty 
within the College of Education invited Ivan Dahl to serve as Program 
Coordinator. (133) The remainder of the spring was spent in very inten-
sive planning meetings designed to bring about an integration of faculty, 
develop curriculum, grading/ evaluation procedures, guidelines for field 
experiences, organizational and governance structures as well as work out 
course schedules, write catalog copy, and attend to projected classroom 
and office space needs. Undergraduate curriculum was the focus during 
the spring with graduate curriculum set aside for summer and fall. Almost 
150 faculty and an equal number of students participated in the planning 
meetings during the spring. It was an extraordinary time. ( 134) 
The initial year was complex in a number of ways. There were just too 
many program development activities going on simultaneously . Added to all 
of this was the need to prepare for the NCATE accreditation visit, sched-
(131)Two other Colleges were organized at this time: the College of Fine 
Arts (incorporating Theatre from Arts and Sciences and Music and Visual 
Arts from the College of Education); and the College for Human Resources 
Development (incorporating Physical Education, Counseling and Guidance, 
and Industrial Technology from the College of Education as well as Social 
Work from Arts and Sciences and Occupational Therapy from Medicine). 
The Business and Vocational Education Department, housed from its in-
ception in Education, was assigned to the College of Business. The 
Library Science Program, originally included within the Center, was 
transferred to Human Resources Development in May 1973. 
(132)A broadly based selection committee had been organized in January by 
Vice President Koenker. 
(133)The Program Coordinator title was redesignated, upon recommendation 
of the Center Forum, as Associate Dean in 1973. 
( 134)As various committees completed drafts of reports, discussions were 
organized for all faculty and interested students. Because the interest 
was so high, these discussions were scheduled to take place in the Lecture 
Bowl, University Center. As another way of keeping everyone informed, I 
attempted during the planning period to summarize the progress of various 
groups and place, where possible, some of the issues in context. Some of 
these communications are included within From the New School to the 
Center for Teaching and Learning, Items V-A, V-B~-~and V-D. 
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uled for March 1973. (135) There were some in the newly formed Center 
who were confident that the NCATE visit would surely provide the 
necessary affirmation that the formation of the Center was a colossal 
mistake. (136) I was, however, equally confident that we could present 
our efforts--including our questions, concerns, matters over which we had 
yet failed to arrive at a consensus--sufficiently well to gain NCATE's 
continuing support. (137) While several members of the NCATE visiting 
team had difficulty dealing with the diversity of personnel and students 
and the non-standard organizational patterns within the Center, they did 
react positively to the "high level of liberal arts participation, " the 
"significant interrelationships with communities," the "personalization" and 
"enthusiasm of Center participants," and the "high level of openness to 
NCATE team members." Their concluding statement, which follows, might 
be of interest. 
(135)People in the Center didn't need this added burden but NCATE 
wasn't willing to extend its schedule a second year. One major concession 
was, however, wrenched from NCATE; namely, an agreement that the 
visiting committee would include practicing classroom teachers and school 
administrators, university level undergraduate and graduate students, a 
Native American, a non-school professional parent of children in the public 
schools, and some higher education representation with familiarity with 
experimental programs. The chair of the team, Robert Egbert, Dean of 
Teachers College, University of Nebraska, and a person whom many of us 
knew and respected highly, filled this latter role. 
(136)0ne of the pre-1972 arguments against the formation of the Center, 
altering in any manner the College of Education as a structure, was the 
belief that NCATE accreditation would be sacrificed. 
(137)The program area in the Center that appeared problematical to all of 
the Center's planning groups was Educational Administration. The area 
was not fully staffed and there had not been sufficient time or resources 
to rethink the program curricularly. It had been the only area in the 
College of Education that did not expand in student numbers through the 
1960's. The program area received new leadership in 1973 with the ap-
pointment of Don Piper and some additional internal restructuring. By the 
end of the 1973-74 academic year, the program had been redefined, a new 
curriculum put in place and an active outreach program begun. By 1975, 
the program was beginning to expand and its reputation was becoming 
increasingly positive. At this time, 1983, it has become the Center's 
largest single graduate program. 
54 
' 
' 
In varying degrees the members of the NCATE visitation team 
were impressed by the total university effort to prepare teachers 
for North Dakota schools. The Center for Teaching and 
Learning exudes a vitality and enthusiasm, and this, in turn, 
affects the schools that are in some way connected with the 
Center. Students, teachers, and administrators evidence a 
commitment to professional goals and the knowledge with which to 
achieve them. Interviews reflected an honest probing for 
solutions to perplexing issues in American education. People 
seemed to be aware of the institutional difficulties and were 
concentrating on ways and means of prudent change. 
In the Visitation Team's judgment, the underlying philosophy of 
the Center for Teaching and Learning permeates its entire 
program. This philosophy is reflected in staff /student relations 
on campus; it is also reflected in schools staffed by UND (New 
School) graduates in every aspect of the program from inter-
personal interactions, to instructional content, to room appear-
ance. Perhaps this evidence that program philosophy is taken 
very seriously by both staff and students was the most telling 
observation made by the NCATE team. (138) 
By the second year, the Center was reasonably well organized and func-
tioning effectively, meeting its technical obligations and beginning to 
address increasingly more important educational questions. The following 
program areas were in place at that time. 
Elementary Education Secondary Education 
Foundations of Education Educational Administration 
Special Education Early Childhood Education 
Teacher Corps (139) 
When the Center began, close to 60 percent of its funding came from 
external sources (federal and foundation). As those funds dwindled in the 
face of changing social, economic, and demographic conditions, it became 
necessary to reduce the size of the faculty. This particular retrenchment 
was painful, exacerbating some of the tensions associated with recon-
structing academic programs, reflecting on new and old purposes, con-
sidering fresh possibilities. A number of excellent faculty, recognizing 
(138)Report of the NCATE Visitation Team, March 1972, 24. 
(139)Because of the specialized academic courses and requirements which 
were part of the Teacher Corps program, it was designated as a Program 
Area within the Center. In addition to the program areas designated in 
1973, Measurement and Statistics was added in 1975. 
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the precarious fiscal situation, chose to accept positions elsewhere during 
the 1973-76 period. Their positions were, for the most part, not refilled. 
Several others had to be terminated as funds supporting their positions 
came to an end. ( 140) In spite of these difficulties, I was able to write in 
August 1976 : 
The 1975-76 year represented the fourth year of the Center's 
existence . Overall, it was an excellent year. Our programs 
functioned smoothly, relationships with the schools were positive, 
the quality of teaching was high, our governance document was 
re-examined and supported again with only modest language 
changes, fresh directions at the master's level were established 
[ the M. S. was reinstated along with a program in General 
Studies] , morale among faculty and students was, for the most 
part, positive, service and scholarly contributions, regionally 
and nationally, were impressive. What makes the foregoing so 
remarkable is that we [are currently] staffed inadequately; 
demands on many of our faculty, as a result, are enormously 
intense. While we do not expect any relief in the forthcoming 
year, we believe that the [next] biennium must provide in-
creased support.(141) ~-
This particular Annual Report closed with a statement about growth, 
essentially a personal response to what I perceived as an increasing ob-
session within the University with numbers (student credit hour produc-
tion, etc.) . In retrospect, it appears a bit def~nsive; nonetheless, it 
represented then, as it does now, an important perspective, one that helps 
define the Center's purposes. 
Growth or lack of growth within this University, and we suspect 
that UND is not unique in this regard, seems closely tied to 
numbers of students. In these terms. . . the Center has been 
"declining" over the past four years. Yet, if one were to read 
(140)The Center was forced, during the 1973-76 period, to absorb a 38 
percent decline in overall resources for faculty positions. By the opening 
of school in the fall of 1976, however, the Center was in a stable condition 
fiscally, with some significant growth in faculty resources subsequent to 
that time. President Clifford's solid support was a crucial factor in 
stabilizing the Center's resources and placing the Center back into a 
reasonable position for meeting its state, regional and national commit-
ments. 
(141)Annual Report to the President, Center for Teaching and Learning, 
August 1976, 1. 
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carefully the Center's annual reports or consider public state-
ments by Center administrators, faculty and students, growth 
would be viewed in other terms. Growth would have less to do 
with size than with quality. Growth would be looked upon as 
the capacity of the Center to re-examine its practice, to seek 
fresh ways of serving North Dakota's schools and communities, 
to personalize at higher levels the education of students, . to 
foster an increasingly rich learning environment for students and 
faculty, to maintain some of Thomas Jefferson's (a demonstration 
of support to our Bicentennial celebration) enthusiasm when he 
suggested "the dreams of the future are better than the history 
of the past . " There is considerable growth occurring in the 
Center! ( 142) 
While outreach activities were important in the first few years, the 
Center's declining resource base did cause some withdrawal from the 
pre-1972 New School and College of Education levels. (143) The necessary 
concentration on consolidating the Center within the University also took 
some energy away from the Center's outreach obligations. As the Center 
stabilized internally, however, there was renewed attention to service-
oriented programs. The Bureau of Educational Research and Services, 
temporarily discontinued in 1973, was re-established in 1975 under Larry 
Smiley's leadership and has made since a number of notable contributions 
to education in the State. ( 144) The Saturday Workshop Series, organized 
(142)Annual Report, August 1976, 18. It should be noted that credit hour 
counting has lessened in importance, no longer such a heavy base for 
discourse within the University's administrative councils. In part this is a 
recognition that all segments of the University are understaffed and that 
no college's base can really fall below current levels and function at 
acceptable levels. 
(143)The fifth year intern program, a central element of the New School's 
efforts, was discontinued in 1974 because the Center's resources were not 
sufficient to engage in the quality of field support that the program 
demanded. 
(144)Included in the Bureau's publication program are the following useful 
monographs: Mark Sanford and Don Piper, Expectations for the Role of 
Superintendent of Schools, June 1976; Larry Smiley and Sylvia Stites, 
Teacher Needs In North Dakota, 1976-1981, July 1976; Dan O'Shea and Don 
Piper, Saving Money Through Group Bidding ~ North Dakota School 
Districts, November 1976; Ron Kutz, An Analysis of the Use of Math 
Manipulative Materials in North Dakota, August 1977; Bella Kranz, Multi-
Dimensional Screening Device for the Identification of Gifted/Talented 
Children, June 1978; Beverly Brekke, An Assessment of the Need for Sex 
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initially by Beverly Brekke, Len Marks, and Elmer Schmiess, enrolled 250 
practicing teachers in 1976 and has been a permanent fixture since. In 
addition to its use of CTL and other university faculty, the Saturday 
Workshop program has brought to the campus over the past six years such 
noted authors and educators as Bill Martin, Roberta Hay, Marlene and Bob 
McCracken, Tomie DePaola, Karla Kuskin, Gordon Mortrude, and John 
Stewig. The Staff Development Program, organized in 1976 as a follow-up 
of former New School interns as well as an activity designed to assist 
practitioners in reflecting on their practice, had by 1976 come a long way 
in conceptualizing what became in 1977 the North Dakota Teacher Center 
Network. This Network, continuing to depend on the Center for leader-
ship, has become the most successful such network in the United 
States. (145) What is now the Center's Annual Summer Education Con-
ference was begun in 1976 under the leadership of Ruth Gallant and David 
Kuschner and featured noted developmental psychologist David Elkind. 
Guests in subsequent years have been Lillian Weber, Eleanor Duckworth, 
Ken and Yetta Goodman, John Stewig, Patricia Carini, and Lee Bennett 
Hopkins. 
Education for the Mentally Retarded in North Dakota, January 1979; 
Richard Hill, The Financing of Elementary and Secondary Education in 
North Dakota, February 1979; Don Ost and Don Lemon, Policies on Staff 
Reduction Due to Declining Enrollment in North Dakota Schools, April 1980; 
Drew Denton and Donna Hartman, An Investigation of North Dakota's 
Special Education Commercial Curriculum Materials, June 1981; Amy 
Glasser-Dell, The Nature of Programs Serving Preschool Handicapped 
Children in North Dakota, October 1981; Vito Perrone, et al., North 
Dakota Secondary School Students and Employment, October and November 
1981. The Bureau is now one of the four University bureaus receiving 
special support through State appropriations. 
(145)The Teacher Center program was initiated by a five-year grant from 
the Bush Foundation to the Center for Teaching and Learning. Designed 
to assist teachers on the basis of "their definitions of needs," the Centers 
are now located in Grand Forks, Bismarck-Mandan, Devils Lake, 
Dickinson, Fargo-West Fargo-Moorhead, Mayville, Minot, and Valley City. 
An additional Center, called the Small Schools Center, is a consortium of 
approximately 60 of the smallest school districts in North Dakota and is 
connected to the Bureau of Educational Services. The Teacher Center 
Network's Annual Reports are available in the Special Collections Section, 
Chester Fritz Library, along with Volumes 1-6 of the North Dakota Teacher 
Center Network's Newsletter. 
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Recognizing that possession of graduate degrees by professional educators 
in North Dakota was increasingly a matter of proximity to the University, 
the Center began in 1976 to consider ways of making its programs more 
accessible. In the fall of 1977, CTL initiated the University's first regular 
extended degree program by offering the M. Ed. in Educational Administra-
tion in Bismarck. (146) This effort helped set in motion interest in other 
extended degree programs and encouraged some fresh thinking about how 
the University was carrying out its statewide graduate education respon-
sibilities. In 1978, extended degree programs in elementary education 
were established in Valley City, Bismarck, and Minot. In addition to these 
degree programs, post baccalaureate certification programs in Special 
Education were provided during the 1975-82 period in such centers as 
Jamestown, Bismarck, Lignite, Williston, and Devils Lake.(147) 
Since the early 60's, the University had given support to the development 
of such early childhood programs as day care, Head Start, and kinder-
gartens. This effort was boosted somewhat with the designation of Early 
Childhood Education as a program area within the Center. In 1975 when 
the Children's Center, an expansion of a longer standing, fairly small, 
campus day care effort, was integrated within CTL's Early Childhood 
program, that child care activity was extended permanency and CTL was 
provided additional opportunities to influence practice in this emerging 
field. In 1978, a pre-school handicapped center, serving a small number 
of handicapped and non-handicapped children, was added. With the 
legislative support of kindergarten in 1978, leaving only Mississippi among 
(146)The program was defined as the same program students would receive 
on campus and taught by full-time University faculty members as part-of-
load rather than as overload . 
(147)Expansion came · also in extension courses not related directly to 
extended degree or special education credentialling programs. Whereas in 
1975, 700 students were enrolled in CTL-organized extension courses, the 
number had grown to 1,500 by 1980. But CTL's service activities were 
not related only to courses and academic programs. By 1975, the Center 
had established itself firmly as the State's major educational service and 
public policy resource, being called upon to provide a wide range of 
services to such agencies as the State Department of Public Instruction, 
State Board for Vocational Education, and the State Board of Higher 
Education as well as the Governor's office and State Legislative committees. 
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the states without public kindergarten support, CTL's early childhood 
program was thrust into a larger state leadership role. (148) 
To discuss the Center meaningfully, it is also necessary to comment on the 
growing commitment to naturalistic inquiry as a mode of understanding 
classroom and school practice as well as other issues relating to teaching 
and learning. This direction responds to a growing belief that educational 
research has not managed to get close enough to school practice, teaching 
and learning, growth and development to be sufficiently constructive. It 
also makes a connection to a growing assumption among educators that 
close observation/inquiry processes and collaborative activities and struc-
tures, especially if some of the related activities are longitudinal/ 
developmental in nature, can yield a body of information capable of 
enlarging understandings of teaching and learning, growth and develop-
ment, and school practice. The teacher as researcher/student of teaching 
construct is related as is a reaffirmation of an older belief that teachers 
are an important source of knowledge--theoretical and practical. Such 
interests led several Center faculty to assist in the fall of 1972 in or-
ganizing the North Dakota Study Group on Evaluation, a national organiza-
tion committed to reexamining a number of educational research and 
evaluation traditions, including the uses and misuses of standardized tests, 
encouraging more intensive, qualitative descriptions of classroom practice, 
and providing constructive educational criticism. (149) The interaction of 
(148)A master's degree program devoted to the Study of the Young Child 
was approved by the Board of Higher Education in October 1982. 
(149)The North Dakota Study Group has published over the 1973-82 
period, the following monographs and special publications·: A Handbook on 
Documentation (by Brenda Engel, February 1975); Alternative Evaluation 
Research Paradigm (by Michael Patton, February 1975); An Open Education 
Perspective on Evaluation (by George Hein, February 1975); Observation 
and Description: An Alternative Methodology for the Investigation of 
Human Phenomena (by Patricia Carini, February 1975); Teacher Curriculum 
Work Center: A Descriptive Study (by Sharon Feiman, February 1975); 
Special Education: The Meeting of Differences (by Steven Harlow, 
December 1975); Testing and the Testing Industry: A Third View (by 
John Williams, December 1975); The Word and the Thing: Ways of Seeing 
the Teacher (by Ann Cook and Herb Mack, December 1975); Psychological 
Effects of Open Classroom Teaching on Primary School Children: A Review 
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the Center with the Study Group has been productive, helping to keep the 
Center in touch with important national thought around inquiry related 
issues. To broaden this direction internally, the Center invited Patricia 
Carini, from the Prospect Center, Bennington, Vermont, to serve as a 
Visiting Professor for the second semester 1981-82. Her seminar for 
faculty enlarged inquiry oriented interest within the Center, spawning a 
continuing faculty exchange and planning for what is being termed a 
"North Dakota Center for Inquiry into Teaching, Learning, and Schools." 
Among plans for this activity are a continuing relationship with Pat Carini, 
the acquisition of the Prospect Archive, the richest archive of longitudi-
nally based qualitative data on children's growth in school that exists in 
the United States, a summer workshop program designed to work out 
collaborative inquiry oriented activities with practicing school teachers and 
administrators, and a program designed to encourage inquiry-based re-
search as well as bring visiting scholars to the University. ( 150) This 
of the Research (by Robert Horwitz, June 1976); Developing Hypotheses 
About Classrooms from Teachers' Practical Constructs (by John Elliott, 
September 1976); A View of Power: Four Essays on the National Assess-
ment of Educational Progress (by Paul Olson, December 1976); Children's 
Interactions in Traditional and Nontraditional Classrooms (by Sylvia Ross, 
Herbert Zimiles, and David Gerstein, December 1976); First California 
Conference on Educational Evaluation and Public Policy, 1976 (edited by 
Nick Rayder, February 1977); Children's Language and Thinking: A 
Report of Work-In-Progress (by Edith Churchill and Joseph Petner, Jr., 
March 1977); Informal Evaluation (by Brenda Engel, March 1977); The 
African Primary Science Program: An Evaluation and Extended Thoughts 
(by Eleanor Duckworth, February 1978); Teachers' Seminars on Children's 
Thinking: A Progress Report (by Bill Hull, April 1978); Children's 
Thinking in the Classroom (by Kathe Jervis, September 1978); The Art of 
Seeing and the Visibility of the Person (by Patricia Carini, September 
1979); Evaluation as Interaction in Support of Change (by Ruth Anne 
Olson, December 1980); A Syntactic Approach to College Writing (by 
Norton Kinghorn, Lester Faigley, and Thomas Clemens, May 1981); The 
Words in My Pencil: Considering Children's Writing (by Anne Martin, 
November 1981); Use and Setting: Development in ~ Teachers' Center (by 
Beth Alberty, James Neujahr, and Lillian Weber, November 1981); The 
School Lives of Seven Children: A Five Year Study (by Patricia Carini, 
August 1982); and Children's Journals: Further Dimensions of Assessing 
Language Development (by Amity Buxton, September 1982). 
(150)A centennial year proposal for funding to initiate this important 
activity was submitted to the Bush Foundation of St. Paul, Minnesota, in 
February 1983. 
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overall orientation represents a coalescence of the Center's interests in 
teacher preparation, inservice education, and applied research/scholarship. 
After seven years in the Associate Dean position, Ivan Dahl made a 
decision to return to full-time teaching. He filled the Associate Deanship 
during a complex period, serving as an able mediator internally and 
effective spokesperson for Center programs within the University's 
governance structures (Curriculum Committee and Graduate Committee). 
In addition, he helped solidify an excellent working relationship between 
the Center and the State Department of Public Instruction. Cecelia 
Traugh (Ph.D. , University of California, Berkeley), formerly on the 
faculty of Wichita State University, was appointed Associate Dean in July 
1979. While the earlier period focused on program establishment, the 
development of CTL-school-state department linkages, and the building of 
stability, the Center has, with Cecelia Traugh's leadership, concentrated 
on qualitative improvement of its programs and the reaffirmation !!! practice 
of long standing but somewhat neglected philosophical commitments. These 
commitments, outlined in the form of goals and program parameters in 
1972, and included in University catalogs through 1980, are as follows: 
Goals 
1. Becoming a model of the environment it is promoting in 
elementary and secondary schools. 
2. Encouraging students to assume initiative and inde-
pendence in their own learning. 
3. Serving as a service institution for public . and private 
schools and colleges, parents, and communities, par-
ticularly Indian communities, in their efforts to im-
prove education. 
4. Removing artificial barriers between elementary edu-
cation and secondary education [as well as between] 
the education of school service personnel and [their 
counterparts] in the arts and sciences . 
Program Parameters 
1. Having a wide variety of learning activities, environ-
ments, and program options available. 
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2. Providing opportunities for individualized learning . 
3. Establishing for students a variety of first-hand on-
going contacts with children and youth. 
4. Integrating knowledge . 
5. Developing interdisciplinary interests. 
6. Organizing a strong advising program for all students. 
To these statements, which reflect a particular point of view about 
teaching and learning, the following formulations were added: 
Helping teachers become critical observers. 
Helping teachers develop skills as readers and writers . 
Helping teachers become decision makers. 
Helping teachers become dreamers about what educational 
practice could be. 
As part of the overall strategy of preparing for the 1982 NCATE review, 
Cecelia Traugh began in 1980 a process of Center-wide discussion about 
the meaning of these formulations and a means for each program area in 
the Center to reflect on how these Center-wide commitments were being 
put into practice. Raising the conscious level of discussion about these 
commitments and their connection to practice has been invaluable. (151) 
Since this is the Centennial year, it is important to recognize those who 
currently staff the University's teacher education program. (152) 
(151)The NCATE Documents, prepared during the 1980-82 period, and 
published in March 1982, represent excellent sources for examining 
program area responses to this reflective process. They also represent 
important resources for understanding the Center, in detail, as this first 
century of teacher education at the University of North Dakota comes to an 
end. 
(152)In the appendix, all faculty who have been involved in a major way 
with teacher education since the founding of the University are listed. 
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Elementary Education 
Sherry Digby (Ph.D. , University of Colorado) 
Ruth Gallant (Ed.D., Indiana University) 
Mary Lou Fuller (Ph.D. , University of New Mexico) 
Robert King (Ph.D. , University of Iowa), chairperson 
Ed Gaides (Ed.D., University of Illinois) 
Sheldon Schmidt (Ed. D. , University of North Dakota) 
Elmer Schmiess (Ed. D. , University of North Dakota) 
Lowell Thompson (Ed. D. , University of North Dakota) 
Robert Hollenbeck (M.A. , George Peabody) 
Linda Christie (M. Ed. , University of North Dakota) 
(Robert King also teaches in the Department of English; Sherry 
Digby and Linda Christie teach in Special Education; Mary Lou 
Fuller teaches in Early Childhood; and Sheldon Schmidt teaches 
in Secondary Education) 
Secondary Education 
Erv Behsman (Ed. D. , University of North Dakota) 
Quinn Brunson (Ed. D. , University of North Dakota) 
Ron Kutz (Ph.D. , University of Minnesota) 
Fred Peterson (Ph.D. , University of Utah), chairperson 
(Ron Kutz also teaches in Elementary Education and Fred 
Peterson in Foundations) 
Early Childhood Education 
David Kuschner (Ed.D., University of Massachusetts), chairperson 
Maurice Lucas (M.A. , George Peabody) 
Michael Conn-Powers (Ph.D., University of Wisconsin) 
Mae Marie Blackmore (M.Ed., University of North Dakota) 
(Michael Conn-Powers also teaches in Special Education) 
Educational Administration 
Richard Hill (Ed. D. , University of North Dakota) 
Dennis Zuelke (Ed.D., University of Wisconsin) 
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Julie O'Hara ( J. D . , Indiana University) 
Don Piper (Ed.D., University of Illinois), chairperson 
Don Lemon (Ed.D., University of Kansas) 
Larry Smiley (Ph.D. , University of Iowa) 
(Richard Hill also teaches in Secondary Education) 
Foundations of Education 
Russell Peterson (Ph.D. , University of North Dakota) 
Ivan Dahl (Ed.D., University of North Dakota) 
Jan Ahler (Ph.D., University of Missouri) 
Robert Young (Ph.D. , Michigan State University) 
Mark Grabe (Ph.D. , Iowa State University) 
(All Foundations faculty also teach in either Elementary or 
Secondary Education) 
Special Education 
Mary Lindquist (Ph.D. , University of Wisconsin) 
Myrna Olson (Ed. D. , University of North Dakota), chairperson 
Beverly Brekke (Ed. D. , University of North Dakota) 
Steven Harlow (Ph.D. , University of Nebraska) 
Drew Denton (Ph.D., Ohio State University) 
Measurement and Statistics 
John Williams (Ph.D., University of Northern Colorado) 
Richard Landry (Ph.D. , Boston College) 
Associate Dean Cecelia Traugh teaches courses in Secondary Education and 
Foundations and I teach courses in Elementary Education, Secondary 
Education, and Foundations. In addition to the foregoing, the following 
Graduate Teaching Assistants are bearing a variety of instructional re-
sponsibilities in this Centennial year: 
Bagstad, Nannette 
Bennett, Barbara 
Blair, Dawn 
Butler, Michelle 
Ingram, Mary 
Iverson, Landa 
Kasper, Kristin 
King, Helen 
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Dale, Deborah 
DeGroote, Marcia 
Delorme, Teresa 
Fla ten , Ellen 
Ginger, Janice 
Grant, Cecil 
Haman, Theresa 
Hanhan, Sara 
Haskins, Bette 
Hickey, Eileen 
Hornstein, Stephen 
Isaacson, Doug 
Kjelgaard, Peggy 
Krueger, Gladys 
Lehnus, Wanda 
Mast, Susan 
Nardi, Margaret 
Poirier, Diane 
Randklev, Beth 
Rovig, Dawn 
Smart, Kar la 
Ward, Marlene 
Winkler, Pearl 
The Center also maintains an extensive range of academic connections with 
a variety of faculty throughout the University. Listed below are those 
faculty with whom the Center has considerable interaction. 
Glenna Rundell 
Reynold Krueger 
John Deal 
Glen Prigge 
Lyle Mauland 
Ed Adams 
John Whitcomb 
Francis Howell 
Henry Slotnick 
Lynn Kerbeshian 
Ellen Auyong 
Frank Kelly 
Ron Schaefer 
John Rogers 
Jerome Bakken 
Paul Schwartz 
Herb Boswau 
Robert Boyd 
Sharon Johnson 
Norton Kinghorn 
Robert Lewis 
John Crawford 
Dan Sheridan 
Bonniejean Christensen 
Glinda Crawford 
Mabel Curry 
Luvern Eickhoff 
Wan-Lee Cheng 
Myron Bender 
Darrel Evanson 
Yvonne Hanley 
Neil Price 
Lawrence Haas 
Music 
Music 
Music 
Mathematics 
Mathematics 
Mathematics 
Mathematics 
Physics 
Medical School 
Medical School 
Visual Arts 
Visual Arts 
Visual Arts 
Visual Arts 
Foreign Languages 
Foreign Languages 
Foreign Languages 
Outreach Programs 
Outreach Programs 
English 
English 
English 
English 
English 
Home Economics 
Home Economics 
Industrial Technology 
Industrial Technology 
Industrial Technology 
Library Science 
Library Science 
Library Science 
Newman Center 
66 
.. 
Leola Funnan 
George Frein 
Pat Glassheim 
Lynn Groth 
Brian Reynolds 
Carla Hess 
Hazel Heiman 
Al Lindem 
Gene Kemper 
Lila Tabor 
Don Wermers 
Jim Navara 
Louis Bogan 
Walt Koenig 
Harvey White 
Robert Apostal 
Ron Engle 
Suzanne Bennett 
Jim Larson 
Elliot Shubert 
Randy Lee 
Dan Rylance 
Dorothy Pulkrabek 
Don Kohns 
Jerome Tweton 
Stan Murray 
Mary Jane Schneider 
Joe DeFlyer 
Cindy Jennewein 
A Closing Statement 
Social Work 
Religious Studies 
Philosophy 
Communication Disorders 
Communication Disorders 
Communication Disorders 
Speech 
Computer Science 
Computer Science 
Psychology 
Registrar's Office 
Business Education 
Physical Education 
Physical Education 
Physical Education 
Counseling and Guidance 
Theatre Arts 
Theatre Arts 
Sociology 
Biology 
Law 
Chester Fritz Library 
Chester Fritz Library 
Distributive Education 
History 
History 
Indian Studies 
Indian Studies 
Disabled Student Services 
Teacher education has been a central feature of the University of North 
Dakota from the beginning. While always influenced by developments 
elsewhere, there have, nonetheless, always been unique qualities asso-
ciated with education programs at this University. Programs have been at 
their best during those times when faculty members and administrators 
chose to resist the more technical aspects of teacher education, enbracing 
instead more intellective, liberalizing qualities, and when they tended to 
challenge rather than accept existing practice . 
At century's end, the Center for Teaching and Learning has chosen, as 
was also the case for the original Normal Department in 1884, to focus its 
attention on the qualitative improvement of practice in schools. While 
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acknowledging that education needs to be conceived broadly, occurring to 
a very large degree outside of schools, the Center maintains that because 
schools remain the long term vehicles for intentional teaching and learning 
in the society for the majority of children and young people, they need 
focused attention. (153) This is not to suggest that the Center does not or 
will not attend to a number of non-school, human resource needs; it does, 
however, mean that these non - school educational concerns will not be a 
priority. 
The Center is in an enviable position as the University closes out its 
initial 100-year history. At a time when teacher education programs 
around the country are struggling for survival, the Center is thriving. 
Secure in its purposes, regarded highly within the University as well as 
outside, stable in relation to its resources, able to attract and hold 
capable, generally committed students, and staffed by highly motivated, 
liberally educated faculty, the future is bright. This "beacon over the 
prairie" which has contributed so much to the elementary and secondary 
education of large numbers of children and young people continues to 
shine brightly. 
(153)Many Colleges of Education have begun to reshape their existence 
around the broad concept of "human services." The Center has taken the 
position that such a direction is too amorphous, having the capacity to 
move institutions down a path which pursues universal principles--a 
scientific direction that is out of touch with the reality of our society; 
namely, that we have culture specific circumstances and needs. 
68 
• 
APPENDIX A 
Full-Time Faculty in Education 
1884 - Present 
Name 
Adams, John Q. Jr. 
Ahler, Janet 
Anderson, Linnea M. 
Allen , Clarence B . 
Alm, Kent G. 
Barnes, Ronald E . 
Barnhart, Richard E. 
Bech dolt, Adolph 
Behsman, Ervin A. 
Berhow, Bennett 
Bjork, Alton J. 
Blackmore, Mae Marie 
Boyd, Robert 
Breitwieser, Joseph V. 
Brekke, Beverly 
Brunson, Quinn 
Caldwell, John 
Camp, Harold 
Christie, Linda 
Clark, Alice 
Colley, Alice 
Degree 
M.A. (Los Angeles State College) 
Ph.D. (University of Missouri) 
Ed. D. (Wayne State University) 
Ph.D. (California) 
Ph.D. (University of North Dakota) 
Ed.D. (University of Colorado) 
Ed.D. (Indiana University) 
Ph.D. (Franklin & Marshall) 
Ed. D. (University of North Dakota) 
Ed.D. (University of North Dakota) 
Ed.D. (Columbia) 
M. Ed. (University of North Dakota) 
Ed. D. (University of North Dakota) 
Ph.D. ( Columbia) 
Ed. D. (University of North Dakota) 
Ed. D. (University of North Dakota) 
Ph.D. (Michigan State University) 
Ph.D. (University of Iowa) 
M.Ed. (University of North Dakota) 
Ph.D. (Brigham Young) 
Year at UND 
1961-65 
1980 -
1962-68 
1929-31 
1962-68 
1965-68 
1960-67 
1892-94 
1964-
1975-78 
1948-68 
1959-
1979-
1928-1951 
1974-
1966-
1979-81 
1923-27 
1982-
1968-73 
1901-1905 
Conn-Powers, Michael Ph.D. (University of Wisconsin-Madison) 1982-
Cole, Robert Danforth Ph.D. (University of Pennsylvania) 1927-1933 
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Name 
Crossman, George W. 
Cushman, Martelle L. 
Dahl, I.J. K. 
Deal, John 
Dell, Amy Glasser 
Denton, Drew 
Digby, Sherry 
Duncan, Merlin 
Earthman, Glen 
Ehresman, Norman 
Eid, Elmer 
Flynn , Gerald 
Forslund, James 
Foster, Frank Kale 
Frein, Jeanne 
Frein, George 
Fuller, Mary Lou 
Gaides, Glen Edward 
Gallant, Ruth M.F. 
Garver, Francis Marion 
Gillund, Rodney C . 
Gissel, John 
Glassheim, Patricia 
Glassheim, Eliot 
APPENDIX A 
(Continued) 
Degree 
Ed.D. (Northwestern) 
Ph. D . ( Cornell University) 
Ed. D. (University of North Dakota) 
M. M. (Bowling Green University) 
Ph.D. (University of Rochester) 
Ph.D. (Ohio State University) 
Ph.D. (University of Colorado) 
Ph.D. (Michigan State) 
Ed. D. ( Colorado State University) 
Ed. D. (University of Illinois) 
M. S.Ed. (University of North Dakota) 
Ph.D. (University of Pennsylvania) 
M. S. (University of North Dakota) 
Ph.D. (University of Washingt~n) 
Ed.D. (University of Massachusetts) 
Ph.D. (Catholic University) 
Ph.D, (University of New Mexico) 
Ed.D. (University of Illinois) 
Ed.D. (Indiana University) 
Ph.D. (University of Pennsylvania) 
M.A. ( Colorado State College) 
M. S. (University of North Dakota) 
Ph.D. ( Columbia University) 
Ph.D. (University of New Mexico) 
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Year at UND 
1935-1953 
1954-1973 
1967-
1981-
1978-81 
1978-
1980-
1964-67 
1964-67 
1967-68 
1952-1958 
1976-81 
1952-1964 
1932 
1968-1971 
1968-
1981-
1970-
1974-
1921-1924 
1968-72 
1953-56 
1971-
1971-1974 
APPENDIX A 
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Name Degree 
Grabe, Mark Ph.D. (Iowa State University) 
Graver, Francis Ph.D. (University of Pennsylvania) 
Gray, Archie L. Ph.D. (University of Minnesota) 
Gruwell, Melvin L. Ed. D. (Utah State) 
Hanson, Alice Margaret M.A. ( Columbia University) 
Harlow, Steven Ph.D. (University of Nebraska) 
Hannon, James F. Ed.D. (University of Kansas) 
Harris, Larry A. Ph.D. (University of Minnesota) 
Harris, Raymond Ed. D. ( Columbia University) 
Harschbarger, Dwight Ph.D. (University of North Dakota) 
Hausken, Chester Ed. D. (University of Colorado) 
Hensrud, Neil Ed. D. (University of North Dakota) 
Hill, Richard L. Ed.D. (University of North Dakota) 
Hodge, George M.A. (University of Michigan) 
Hollenbeck, Robert M.A. (George Peabody College 
for Teachers) 
Holstine, Garold D. Ph.D. (University of Oklahoma) 
Irving, Douglas D. PhD. (Rice University) 
Jarman, Lloyd L. M.Ed. (University of North Dakota) 
Jeanotte, Leigh Ed.D. (University of North Dakota) 
Jerstad, Lincoln Ed. Specialist (University of North 
Dakota) 
Johnson, Everett B. A. (University of North Dakota) 
Johnson, Lamont Ph.D. (Brigham Young University) 
Johnson, Sharon Ed. D. (University of North Dakota) 
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Year at UND 
1977-
1921-1923 
1950-1970 
1957-61 
1938-1955 
1967-
1960-1962 
1969-74 
1952-1958 
1968-70 
1964-68 
1969-75 
1976-
1890-92 
1960-
1951-1954 
1970-75 
1962-1975 
1974-
1974-82 
1902-1904 
1973-1977 
1980-
APPENDIX A 
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Name Degree 
Jorgenson, Roy H. Ed. D. (University of Wyoming) 
Kaiser, Charles Ph.D. (University of Oklahoma) 
Kennedy, Joseph M.A. (University of Minnesota) 
Kessens, Rosanne M. S. Ed. (Indiana University) 
Kjerstad, Conrad Lund Ph.D. (University of Chicago) 
King, Lloyd, H. Ed.D. (Colorado State) 
King, Robert W. Ph.D. (University of Iowa) 
Kishpaugh, Hampton M. M.A. (Notre Daine) 
Kolstoe, Ralph 
Krahmer, Edward F. 
Kunkel, Richard 
Kuschner, David 
Kutz, Ron 
Kyle, Allan R. 
Lewy, Rafael 
Ladd, Adoniram J. 
Laing, James W. 
Landry, Richard G. 
Langhorne, John 
Lemon, Donald K. 
Lindem, Alfred C . 
Lindquist, Mary L. 
Lucas , Maurice A. 
Marks, Leonard R. 
Ph.D. (Washington State) 
Ed.D. (Northern Colorado) 
Ed. D. (University of North Dakota) 
Ed.D. (University of Massachusetts) 
Ph.D. (University of Minnesota) 
M.A. (University of Minnesota) 
Ed. D. (University of Illinois) 
Ph.D. (University of Michigan) 
Ed. D. (University of Washington) 
Ph.D. (Boston College) 
Ph.D. (University of North Dakota) 
Ed.D. (University of Kansas) 
M. Ed. (University of North Dakota) 
Ph. D . (University of Wisconsin) 
M.A. George Peabody College 
for Teachers 
M. Ed. (University of North Dakota) 
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Year at UND 
1956-1965 
1968-1970 
1890-1937 
1975-80 
1936-1955 
1952-1956 
1968-
1911-1913 
1918-70 
1968-1973 
1968-1971 
1975-
1970-
1969-76 
1969-74 
1906-1923 
1956-1960 
1969-
1970-72 
1968-
1969-
1970-
1960-
1969-76 
Name 
Miller, Nancy 
Minier, Judith 
Morris, Clyde M. 
Nielson, Charles L. 
Norton, Sandra 
O'Hara, Julie 
Olson, Myrna 
Overn, Alfred Victor 
Mair, Burdette L. 
McCrea, Minard 
McGrath, Kerry 
Pace, Tom 
Page, John A . 
Pederson, Clara A. 
Peebles, James D. 
Perkins, Ralph 
Perrone, Vito 
Peterson, Fredrick 
Peterson, Joseph 
Peterson, Russell A. 
Piper, Donald L. 
Plath, Ernest C. 
Pleton, Ernest 
Pollock, Donald G . 
APPENDIX A 
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Degree 
M.A. (University of Chicago) 
Ed. D. (University of North Dakota) 
Ph.D. (University of Wisconsin) 
Ph.D. (University of North Dakota) 
Ph.D. (University of Missouri) 
J. D. (Indiana University School of Law) 
Ed. D. (University of North Dakota) 
Ph.D. (University of Minnesota) 
M. S. (University of North Dakota) 
Ph.D. (University of Wisconsin) 
J .D. (Denver University) 
M. S. (University of North Dakota) 
M.Sc. (St. Cloud State College) 
Ph.D. ( Syracuse University) 
M.A. L. S. (Denver University) 
Ph.D. (Michigan State University) 
Ph.D. (University of Utah) 
Ph.D. (University of Wisconsin) 
Ph.D. (University of North Dakota) 
Ed.D. (University of Illinois) 
Ed.D. (University of Kansas) 
M. S. (University of North Dakota) 
Ed.D. (University of Colorado) 
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Year at UND 
1972-80 
1976-81 
1965-82 
1968-1977 
1968-1972 
1982-
1974-
1931-1952 
1903-05 
1968-71 
1969-71 
1969-73 
1935-1951 
1958-1982 
1968-1972 
1962-73 
1968-
1976-
1976-80 
1960-
1973-
1958-1966 
1954-1960 
1954-1959 
Name 
Prigge, Glenn 
Richardson, Gordon 
Rolf son, Edwin H. 
Rundell, Glenna 
APPENDIX A 
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Degree 
Ph.D. (University of Minnesota) 
Ed. D. (University of Missouri) 
B. S. Ed. (University of North Dakota) 
M.Ed. (Ball State University) 
Russell, Maurice T. Ed. D. (University of North Dakota) 
Rybak, F. James M. S. (University of California) 
Sampson, Delores L. M. Ed. (University of North Dakota) 
Schilson, Donald L. Ph.D. (University of Iowa) 
Schieffer, Joseph H Ed. D. (University of Arizona) 
Schmidt, Charles C. M.A. (University of Minnesota) 
Schmidt, Sheldon Lewis Ed. D. (University of North Dakota) 
Schmiess, Elmer Ed. D. (University of North Dakota) 
Schroeder, Elroy M. S. Ed. (University of North Dakota) 
Schoephoerster, Hugh Ed.D. (Colorado State) 
Selke, Erich 
Sivertson, Sidney 
Slotnick, Henry 
Smiley, Larry L. 
Smith, Aird 
Snyder, Lynne 
Spigle, Irving 
Stannard, Gladys 
Steeves, Frank L. 
Strandberg, Warren 
Ph.D. (University of Minnesota) 
Ph.D. (University of Wisconsin) 
Ph.D. (University of Illinois) 
Ph.D. (University of Iowa) 
M.S. (University of North Dakota) 
Ph.D. (Wayne State University) 
Ed.D. (Indiana Upiversity) 
M. Ed. (University of North Dakota) 
Ed.D. (Boston University) 
Ph.D. (Northwestern) 
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Year at UND 
1976-
1964-68 
1955-1960 
1965-
1973-
1961-1966 
1972-
1969-72 
1967-70 
1907-1938 
1970-
1970 .. 
1953-1960 
1962-64 
1937-1958 
1969-1975 
1978-
1971-
1968-71 
1978-80 
1955-1960 
1970-76 
1952-1958 
1968-1972 
APPENDIX A 
(Concluded) 
Name Degree 
Sturges, Allan W. Ph.D. (University of Iowa) 
Swank, Theron E. Ed.D. (Indiana University) 
Tait, Pearl M.A. (Northwestern Colorado) 
Teske, Gale Ed. D. (University of North Dakota) 
Thompson, John Ed. D. (University of Wisconsin) 
Thompson, Lowell H. Ed. D. (University of North Dakota) 
Todd, J. W. Ph.D. ( Columbia University) 
Traugh, Cecelia Ph.D. (University of California) 
Voegel, George H. M.Ed. (Temple University) 
Von Borgersrode, Fred Ph.D. (University of Minnesota) 
Walker, Thomas T. Ed. D. ( George Peabody College 
for Teachers 
Wells, Barrie E. D. M.A. (University of Oregon) 
Weiss, Carolyn M.A. (New York University) 
Weltzin, Frederick Ph.D. (University of North Dakota) 
Wermers, Donald Ed.D. (University of Illinois) 
Wiley, Charles Ph.D. (University of New Mexico) 
Williams, John D. Ph.D. (Northern Colorado University) 
Willman, Fred Ph.D. (University of North Dakota) 
Wood, John B. Ph.D. (University of Minnesota) 
Woodworth, Horace M. Div. (Dartmouth) 
Wynne, John T . Ph. D . (Iowa State) 
Yarman, Kirkwood Ph.D. (Michigan State University) 
Young, Bob Ph.D. (Michigan State University) 
Zuelke, Dennis Ed. D. (University of Wisconsin) 
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Year at UND 
1963-1972 
1961-63 
1969-72 
1969-73 
1967-69 
1970-
1912-1921 
1978-
1963-64 
1927-1929 
1965-1970 
1973-1980 
1969-1974 
1929-1936 
1980-
1968-1970 
1968-
1973-1976 
1970-1976 
1885-1890 
1968-1978 
1968-1971 
1980-
1982-
APPENDIX B 
UNDERGRADUATE EDUCATION ENROLLMENTS 
1884-1982 
1884-85 0 1927-28 394 
1885-86 10 1928-29 436 
1886-87 15 Normal 1929-30 433 
1887-88 28 Department 1930-31 389 
1888-89 60 1931-32 376 
1889-90 47 1932-33 319 
1933-34 296 
1890-91 35 1934-35 293 
1891-92 33 1935-36 244 
1892-93 28 1936-37 222 
1893-94 93 1937-38 239 
1894-95 47 1938-39 265 
1895-96 68 1939-40 302 
1896-97 65 Normal 1940-41 265 
1897-98 70 College 1941-42 226 
1898-99 106 1942-43 163 
1899-1900 99 1943-44 96 
1900-01 101 1944-45 78 
1901-02 133 1945-46 150 
1902-03 134 1946-47 227 
1903-04 113 1947-48 326 
1904-05 89 1948-49 342 
1949-50 168 
1905-06 82 1950-51 115 
1906-07 92 1951-52 116 
1907-08 94 Teachers 
1908-09 101 College 1952-53 103 
1909-10 117 1953-54 257 
1910-11 113 1954-55 330 
1955-56 296 
1911-12 125 1956-57 348 
1912-13 i30 1957-58 397 
1913-14 146 1958-59 406 College 
1914-15 162 1959-60 562 of 
1915-16 208 1960-61 600 Education 
1916-17 235 School 1961-62 717 
1917-18 237 of 1962-63 767 
1918-19 233 Education 1963-64 797 
1919-20 266 1964-65 979 
1920-21 312 1965-66 987 
1921-22 384 1966-67 1,021 
1922-23 348 1967-68 1,039 
1923-24 210 
1924-25 286 1968-69 1,027 
1925-26 348 1969-70 1,073 College of 
1926-27 377 1970-71 1,141 Education and 
1971-72 1,159 New School 
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1972-73 
1973-74 
1974-75 
1975-76 
1976-77 
1977-78 
1978-79 
1979-80 
1980-81 
1981-82 
1982-83 
1,411 
1,086 
953 
708 
666 
663 
668 
599 
542 
489 
511 
Center for 
Teaching and 
Learning 
NOTE: It is very difficult to make significant comparisons in enrollments 
over the entire span shown above; for example, until 1907, the figures 
include high school level students involved in the preparatory normal 
program. From 1911-1953, only juniors and seniors are included in the 
enrollment figures. From 1953-55, freshmen through seniors are included. 
From 1955-1968, the list includes sophomores through seniors. Between 
1968-72, College of Education and New School figures are brought together 
and the figures mainly include only juniors and seniors. 1972-75 repre-
sented a transition period in which two new Colleges (Fine Arts and Human 
Resources Development) were formed along with the Center. Many 
students in those two colleges were involved in some form of teacher 
education and due to the confusion ended up as CTL enrollees. By 1975, 
the confusion was, for the most part, gone and students in Physical 
Education, Home Economics, and Library Science ended up with their 
appropriate College designations, either Fine Arts or Human Resources 
Development. Had there been no confusion, CTL's enrollment figure for 
the 1972-75 period would most likely have been 1,000, 800, and 750 
respectively. 
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1972-73 
1973-74 
1974-75 
1975-76 
1976-77 
1977-78 
1978-79 
1979-80 
1980-81 
1981-82 
APPENDIX C 
DEGREES AWARDED THROUGH CTL PROGRAMS 
1972-1982 
Bachelor's Master's S2ecialist 
482* 114** 3 
470* 96** 2 
346 77** 1 
318 64 1 
284 50 7 
266 60 2 
249 53 2 
249 45 3 
213 68 4 
222 55 0 
Doctoral 
23*** 
19*** 
15 
14 
13 
7 
10 
17 
16 
15 
* These large numbers are related in part to student confusion about 
which degree college they were required to be in. 
** The fifth year intern program, begun in the New School, was still a 
significant program in the 1972-75 years. It was discontinued in 
1975. 
*** Several of the doctoral fellows appointed in The New School Program 
were finishing in these years . 
78 

